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ABSTRACT  
One of the historic goals expressed by music educators is for all individuals to 
participate in music making throughout their adult lives.  The purpose of this study was to 
examine the lived experiences of community band members in order to better understand 
how music making might serve various roles and hold differing meanings for adults 
across their lifespan.  Adult participation in a community band was identified for 
examination as it is a music making experience that individuals can participate in 
throughout their adult lives.  In order to understand the context of music making in lives 
of the adult participants, a collective case study was used for this study.  Data was 
gathered through in-depth interviews and analyzed to gain an understanding of the 
various roles and differing meanings of music in the lives of the seven adult community 
band member participants.  The participants ranged in age from early adults through older 
adults in retirement. 
Analysis of the individual cases revealed how each participant expressed their 
music making experiences in the community band through aspects of their adult lives.  
For each case, themes were developed that illustrated the various roles and the different 
  vi 
meaningful aspects music making held in the lives of the participants. The cross-case 
analysis identified themes of enjoyment and cognitive functions as common issues 
articulated in all of the individual cases.  While the themes of enjoyment and cognitive 
functions were apparent in all of the cases, the context for these themes was 
individualized within the adulthood roles and developmental tasks of each participant.  
Findings from the study illustrate an individualistic and collective lifespan perspective of 
the various roles and differing meanings music making had in the lives of these adult 
community band members. 
  
  vii 
Table of Contents 
Acknowledgments .......................................................................................................... iv 
Abstract……... ................................................................................................................ v 
List of Tables ................................................................................................................. xi 
Chapter 1: Adulthood, Music Making, and Community Bands ........................................ 1 
 Rationale ................................................................................................................... 5 
  Research on Adult Participation in Music Making................................................ 6 
 Research Problem and Purpose .................................................................................. 7 
Chapter 2: Review of Literature ..................................................................................... 10 
 Adult Music Making and School Music ................................................................... 10 
  Relevance of School Music Programs and Lifelong Music Participation ............ 10 
  Influence of School Music on Music Making in Adulthood ................................ 15 
  Nature of Adult Music Making in the Context of Lifelong Learning .................. 22 
 Various Roles and Differing Meanings of Music Participation ................................. 31 
  Perception and Integration of Music Making in Adulthood ................................ 32 
  Various Roles and Differing Meanings from Music Making in Adults Lives ...... 37 
  Various Roles and Differing Meanings Senior Adults Experience ...................... 47 
 Adulthood Roles and Developmental Tasks ............................................................. 53 
  Psychosocial Theory .......................................................................................... 53 
 Summary ................................................................................................................. 58 
Chapter 3: Method ......................................................................................................... 60 
 Multiple Case Study ................................................................................................ 60 
  viii 
  Participant Recruitment ...................................................................................... 61 
   Participant recruitment and selection ............................................................ 63 
  Data Collection .................................................................................................. 65 
  Data Analysis..................................................................................................... 67 
   Role of the researcher ................................................................................... 71 
   Validation .................................................................................................... 71 
   Independent auditor ...................................................................................... 72 
   Member checks ............................................................................................ 74 
 Summary ................................................................................................................. 74 
Chapter 4: Analysis ....................................................................................................... 76 
 Individual Case Analysis ......................................................................................... 76 
  Elizabeth ............................................................................................................ 76 
   Balance of roles in life ................................................................................. 78 
   Enjoyment in the band: They’re family ........................................................ 81 
  Jennifer .............................................................................................................. 83 
   Playing in the band brings enjoyment to others ............................................. 84 
   Music making and cognitive functions over time .......................................... 86 
  Helen ................................................................................................................. 87 
   Enjoyment from engaging in the band .......................................................... 89 
   Music making and the march of time ............................................................ 91 
  Matthew............................................................................................................. 93 
   Renewed participation .................................................................................. 94 
  ix 
   A reflective continuing learner ..................................................................... 95 
  Stephanie ........................................................................................................... 97 
   Enjoyment from continued participation ....................................................... 98 
   Continuing to learn..................................................................................... 100 
  Sarah ............................................................................................................... 101 
   Connected valued remembrances ............................................................... 102 
   Yes, I can still play ..................................................................................... 104 
   Music is a learning tool through life ........................................................... 106 
  Robert .............................................................................................................. 107 
   Valued musical memories .......................................................................... 108 
   Enjoyment from continuing to learn ........................................................... 111 
 Cross-Case Analysis .............................................................................................. 113 
  Theme of Enjoyment........................................................................................ 114 
   Connections between cases within the theme of enjoyment ........................ 118 
  Theme of Cognitive Functions ......................................................................... 122 
  Summary ......................................................................................................... 126 
Chapter 5: Discussion, Implications, Future Research, and Concluding Remarks ......... 127 
 Discussion ............................................................................................................. 128 
  What are the Lived Experiences of these Adult Community Band Members?... 128 
   School music to community music ............................................................. 128 
   Renewed participation ................................................................................ 130 
   Social connections...................................................................................... 131 
  x 
  How do these Adults Place Playing in the Community Band within their  
  Adulthood Roles? ............................................................................................ 132 
   Adulthood roles, developmental tasks, and music making .......................... 133 
  What Meaning do these Adults Derive from their Participation in a Community  
  Band? .............................................................................................................. 141 
  By Comparing the Lived Experiences of Adults at Differing Stages of Adulthood  
  and with Different Roles in Adult Life, What Might We Better Understand About  
  How the Meanings of Music Engagement Might Vary or Change Over Time? . 147 
 Implications ........................................................................................................... 152 
 Future Research ..................................................................................................... 156 
 Concluding Remarks ............................................................................................. 158 
Appendix A ................................................................................................................. 160 
Appendix B ................................................................................................................. 161 
References .................................................................................................................. 166 
Vita……… .................................................................................................................. 177 









  xi 
List of Tables 
 
 
Table 1: Erickson’s model of psychosocial development………………………………. 54 
 
Table 2: Transcript quotes referencing the theme of enjoyment………………………. 115    
 
Table 3: Transcript quotes referencing the concept of cognitive functions……………. 123  
 




Adulthood, Music Making, and Community Bands 
As part of social and cultural life in American society for nearly two hundred 
years, community bands have served as an opportunity for adults to experience lifelong 
participation in music making (Hazen & Hazen, 1987).  Whether these bands performed 
for parades, community events, or Independence Day celebrations, community bands 
were part of the social and cultural frameworks in their communities (Hazen & Hazen, 
1987).  In a reflection on the history of community bands, Hartz (2003) suggested that 
community bands have adapted to changes in American society when stating: “instead of 
serving only civic functions and popular entertainment, it changed to serve other roles in 
American cultural life by allowing aging and amateur musicians to be involved in music” 
(p. 38).  Even as the early twentieth-century ushered in a wave of technological, social, 
and cultural changes that curtailed many community and town bands, community bands 
in the twenty-first century continue to thrive in American society (Hansen, 2005).  
Community bands are an example of music making experiences that have 
survived an ongoing process of social and cultural changes that pushed music 
participation to the margins as a social practice (Koopman, 2007).  Community music 
opportunities engage individuals at a point where the benefits, values, and influences of 
music participation are experienced.  Participation in music, such as in a community 
band, is “an intense process in which living and acting here and now, embodiment, 
wholeness, alertness, self-expression, insight in musical processes and character 
development come together (Koopman, 2007, p. 154).  As music making in a community 
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band can be an insightful and meaningful lived experience for adults, the opportunity to 
explore the role and meaning of music making in the lives of adults who pursue this 
experience throughout adulthood is an important avenue of research in understanding 
lifelong music participation.  
Preparing adults who have the desire and skills to participate in music throughout 
their lifetime is a consistent aim that music educators have articulated as a long-term 
outcome of K-12 music education programs (Jellison, 2000; Leonard & House, 1972; 
Myers, 2008a, 2008b; Reimer, 2003; Revelli, 1937).  Both the Tanglewood (Choate, 
1968) and Housewright (Madsen, 2000) Symposia directed attention toward the theme of 
lifelong participation in music.  Jellison (2000) expressed at the Housewright Symposium 
that there is “an implicit assumption that school music programs provide students with 
the knowledge and skills that will enable them to participate successfully in a variety of 
meaningful music experiences in adult life” (p. 112).   
A number of pivotal events have occurred in the music education profession that 
has focused attention on the goal of lifelong participation in music.  In 1968, the 
Tanglewood Symposium participants stated in the Tanglewood Declaration that “schools 
and colleges should provide adequate time for music in programs ranging from pre-
school through adult or continuing education” (Murphy & Sullivan, 1968, p. 56).  In 
response to the Tanglewood Declaration, the Goals and Objectives Project in 1969 
further reinforced that one of the goals of the music education profession was the 
“involvement of persons of all ages in learning music” (Andrews, 1970, p. 24).  The 
Housewright Declaration continued an emphasis on the connection of music experiences 
  
3 
for all persons when the participants of the symposium summarized that “all persons, 
regardless of age, cultural heritage, ability, venue, or financial circumstance deserve to 
participate fully in the best music experiences possible” (Madsen, 2000, p. 219).  As 
significant as these pivotal events were in themselves, “their greatest practical value was 
the publications that followed each of them” (Mark, 1996, p. 28).  The articulation of 
lifelong engagement in music making for all persons throughout these documents 
illustrates a viable focus for the continuing shape and direction of music education.   
While the goal of connecting formal music instruction in schools with lifelong 
participation in music has been persistent within music education, Myers (2008a, 2008b) 
suggested that a lack of relevance exists between school music programs and music 
participation by students after high school graduation.  The issue of relevance between 
school music programs and lifelong participation in music has engaged an examination of 
the focus of school music programs and community music experiences (Mantie, 2012b).  
Mantie (2012b) noted that “those involved with community music and those involved in 
music education would be wise to consider the relationship between the school years and 
what people do later in life” (p. 228).   
Interestingly, Myers’ (2008b) assessment of school music programs and music 
participation beyond formal school years is similar to music educator’s concerns that 
were voiced over 75 years ago.  Noted band director and music educator, William Revelli 
(1937) stated, “perhaps one of the greatest weaknesses of our school band programs is 
that, for the majority of the students, active participation ceases upon the day of 
graduation from our high schools” (p. 33).  For many students who played a band 
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instrument throughout their formal music education experiences, high school graduation 
marks an end to active participation in a band.  However, that is not the case for all 
instrumentalists as they transition into adulthood.  Instrumentalists who continue to make 
music in their adult lives by playing in a community band offer an opportunity to 
examine the nature of lifelong music-making experiences of those who have successfully 
made this transition. 
Issues of relevancy and connection between school music programs and lifelong 
participation in music articulated by Jellison (2000) and Myers (2008b) are matters 
encountered in my own pursuits as a music educator.  Throughout my career as a college 
band director, I regularly encounter many band alumni who have not engaged in any 
music making experiences after graduation from college.  In my conversations with these 
former students, I often hear their anecdotal stories of the positive memories they have 
about playing in high school and college band.  However, for most of these former 
students’ participation in music making experiences in adulthood has not been a reality in 
their lives.  In addition, I have also had the opportunity to participate in my local 
community band and engage with community band members who are actively involved 
in music making experiences in adulthood.  The conversations I have with these adults 
often highlight how important music making is within their adult lives.  The informal 
interactions I have with the adults who play in my local community band provide a 
personal stimulus to more deeply understand the role and relevancy of active music 
making within the lives of adult community band members.  These experiences as a 
music educator, band director, and a community band member afford a catalyst for this 
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investigation of the lived experiences of adults who do actively make music in their adult 
lives.   
Rationale 
Music educators have identified that the examination of individuals who make 
music throughout adulthood is important (Gates, 1991; Jellison, 2000; Madsen, 2000; 
Mark, 1996; Murphy & Sullivan, 1968; Myers, 2008a, 2008b).  Gates (1991) stressed that 
music education researchers should investigate the context of music in the lives of 
participants in order to “establish the activity’s place in the respondents’ life pattern” (p. 
17).  Mark (1996) commented that by examining adult participation in music making “we 
could well learn something about teaching and learning that the study of music 
instruction in schools can’t teach us.  And we might be able to apply some of this 
knowledge to school music” (p. 119).   
As mentioned above, Myers (2008a, 2008b) suggested that music education 
instruction in schools lacks relevancy in terms of its ability to further lifelong 
participation in music.  However, Myers (2008a) also noted the following about 
understanding lifelong participation in music: 
These people, especially those who have found avenues of meaningful musical 
pursuits in adulthood, may offer us the best clues as to how we can achieve 
coherence in music education across the lifespan, ensuring that the goal of 
lifelong musical growth is supported by a continuum of strategies that enables 
connections between music education and the welfare of a larger society. (p. 57)   
One of the continuing opportunities for examining adults who have pursued meaningful 
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musical pursuits is to consider community band members.  Bowles (1991) pointed to the 
possibilities of what the examination of adult music making can yield when stating that 
“participating in large and small ensembles assists us in understanding the patterning that 
has shaped our lives and opens our eyes to new possibilities” (p. 39).  An examination of 
the lived experiences of adults in a large ensemble setting, such as a community band, 
offers a richer understanding of the integration of music making in the patterns of adult 
lives.  In doing so, deeper insights for music educators regarding lifelong music 
participation are available for what Myers’ (2008a) indicated as an opportunity to 
“achieve coherence in music education across the lifespan” (p. 57).   
Research on Adult Participation in Music Making 
A number of avenues by which adults have participated in music making 
throughout adulthood can be found in the literature.  Researchers have explored the 
relevance of school music programs on lifelong participation in music making (Allsup, 
2012; Jellison, 2000; Mantie, 2012a), and the influence secondary and collegiate music 
programs have on participation in music making throughout adulthood (Arasi, 2006; 
Buchanan, 1998; Busch, 2005; Isbell & Stanley, 2011; Mantie & Tucker, 2008; Rohwer 
& Rohwer, 2009; Royse, 1989).  Additionally, researchers have examined the nature of 
adult music making in the context of lifelong learning (Aspin, 2000; Jones, 2009; 
Merriam & Kee, 2014) and lifelong learning experiences by adults in community and 
school bands (Alfano, 2008; Kruse, 2007, Kruse, 2009; Winston, 2007; Wilhjelm, 1998).  
Researchers have also examined the perceptions and integration of music making in the 
lives of adults (Chiodo, 1997; Flowers & Murphy, 2001; Thornton, 2010) and music 
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education and lifelong learning in context to the various roles adults may have through 
music participation in adulthood (Jones, 2007; Lamont, 2011).  In regard to ensemble 
experience, researchers have examined the various roles and differing meanings adults of 
all ages experience through music making in community ensembles (Belz, 1995; Bowen, 
1995; Cavitt, 2005; Coffman, 2006; Goodrich, 2013; Heintzelman, 1988; Holmquist, 
1995; Paterno, 2010; Shansky, 2009; Waldron & Veblen, 2009) and specifically focused 
on the various roles and differing meanings senior adults experience from music making 
experiences in community ensembles (Coffman, 2009; Coffman & Adamek, 2001; 
Dabback, 2008; Darrough, 1990; Douglas, 2011; Griffith, 2006; Tsugawa, 2009). 
Within this body of literature, researchers identified a variety of factors 
influencing and relating to adult participation in music ensembles and developed profiles 
of the participants.  In Chapter 2, further detail about this body of literature is presented 
for review.  A few researchers have explored the role and meaning of music participation 
in a band by adults at specific age ranges, such as with young adults (e.g. Isbell & 
Stanley, 2011; Royse, 2009) or with older/senior adults (e.g. Dabback, 2008; Douglas, 
2011).  However, few studies have explored adult music making in a community band 
from a lifespan perspective that considers the varying roles and differing meanings that 
music participation may have throughout adulthood.   
Research Problem and Purpose 
With a historic goal of lifelong participation in music (Jellison, 2000; Leonard & 
House, 1972; Myers, 2008a, 2008b; Reimer, 2003; Revelli, 1937), music educators have 
noted a lack of relevancy and connection between music education in schools and 
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lifelong participation in music (Myers, 1983, 2008a, 2008b; Jellison, 2000).  In 
considering how to address relevancy and connection, Myers (2008a) posited that an 
examination of adults “who have found meaningful musical pursuits in adulthood may 
offer us the best clues to achieve coherence in music education across the lifespan” (p. 
57).  The examination of adult music making as Myers (2008a) directed, extends what 
Gates (1991) stressed toward the investigation of understanding the context of music in 
the lives of adults in order to “establish the activity’s place in the respondent’s life 
pattern” (p. 17).  Understanding the context of music making within the experiences of 
adulthood can encompass perceptions of an individual’s adult roles (Brim, 1966; Biddle 
& Thomas, 1966), as adulthood roles “give structure to adult identity and meaning to 
life” (Newman & Newman, 2015, p. 429). 
If, as Hargreaves, MacDonald and Miell (2002) state, “studying the ways in 
which people perceive themselves in relation to music has the potential to explain some 
phenomena of musical behaviors and experience that might otherwise be inaccessible” (p. 
18), then an investigation of adult music making can further our understanding into the 
meaning music making has within the context of adult lives.  Examining how adults 
perceive music making in their lives may provide valuable insights into lifelong 
participation in music as well as issues related to relevancy of music education toward 
lifelong participation in music and coherence of music making across their lifespan. 
The purpose of this study was to examine the lived experiences of community 
band members in order to better understand how music making might serve various roles 
and hold differing meanings for adults across their lifespan.  To investigate this topic, I 
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chose to conduct a collective case study of selected adult community band members from 
the southeast Nebraska region of which I am a resident.  The following research 
questions framed this qualitative investigation: 
1. What are the lived experiences of selected adult community band members of 
southeast Nebraska? 
2. How do these adults place playing in the community band within their adulthood 
roles? 
3. What meanings do these adults derive from their participation in the community 
band? 
4. By comparing the lived experiences of adults at differing stages of adulthood and 
with different roles in adult life, what might we better understand about how the 




Chapter 2  
Review of Literature  
In this review of literature, I examined studies that focus upon adult participation 
in music making experiences.  The first section contains my review of adult music 
making and issues related to school music programs.  In the second section, I reviewed 
literature that examines aspects of the various roles and differing meanings music making 
has in the lives of adults.  The third section contains my review of psychosocial theory.  
Adult Music Making and School Music 
 Researchers have examined the nature of school music programs and lifelong 
participation in music making experiences.  With the reviewed literature that follows, I 
present research that examines the relevance of school music programs on lifelong 
participation in music making (Allsup, 2012; Jellison, 2000; Mantie, 2012a) and the 
influence secondary and collegiate music programs have had on participation in music 
making throughout adulthood (Arasi, 2006; Buchanan, 1998; Busch, 2005; Isbell & 
Stanley, 2011; Mantie & Tucker, 2008; Rohwer & Rohwer, 2009; Royse, 1989).  
Research related to the nature of adult music making in the context of lifelong learning 
(Aspin, 2000; Jones, 2009; Mantie, 2012b; Merriam & Kee, 2014) and lifelong learning 
experiences by adults in community and school bands (Alfano, 2008; Kruse, 2007, Kruse, 
2009; Winston, 2007; Wilhjelm, 1998) is also included.  
Relevance of School Music Programs and Lifelong Music Participation 
Allsup (2012) discussed a reimagined theoretical framework for contemporary 
music education practices, using public high school bands as the unit for analysis, as he 
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outlined a refocused approach to the ends for public high school band education.  Allsup 
(2012) argued that while band is the “only indigenous American art form that exists in 
and has come into fruition through the public schools” (p. 179), critics have brought into 
question the relevancy of the large ensemble experience with the prevailing commercial 
and pop culture that students experience outside of school music experiences.  Using 
John Dewey’s Moral Principles in Education (1909), Allsup proposed that the goals and 
ends for band education should be modeled after Dewey’s moral education outcomes.  
Rather than curricular ends focused on accomplishing concert band literature and music 
competition experiences, Allsup (2012) suggested that band education “becomes moral 
education when a diversity of musical experiences is embraced and when the student is 
placed at the heart of its activities” (p. 183).   
A band experience that helps students “discover, cultivate, and enlarge their best 
selves” (Allsup, 2012, p. 185) is the proposed direction Allsup suggested so that students 
and teachers have a shared stake in its outcome to connect past and future.  The thrust of 
Allsup’s argument was that a diversity of music styles and experiences in a band 
curriculum are reflected in the generational experiences of the band students so as to 
provide students with a love of music and music making.  Allsup (2012) described what a 
potential student might garner from the application of this theoretical framework as he 
described that “the quality of her band education is judged not by whether she continues 
to play in community concert bands after high school or not, or in the number of trophies 
she leaves behind, but by the degree to which she can create and recreate, fuse and refuse, 
a life of complex and self-fulfilling music engagement” (p. 186).  Allsup argued that a 
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band education that deliberately includes the goal of lifelong musical engagement can be 
significant, but that goal has to be deliberately integrated by music educators with 
instructional experiences that connect students with music styles and technology that are 
relevant with their lives outside of the music classroom.  Allsup’s argument that the 
outcomes of a school band experience provide students with experiences that foster 
lifelong musical engagement offers a perspective for analyzing the experiences of adults 
who have engaged in music making in relation to the relevancy of school music and 
musical engagement in adulthood.  
In an article that examined the concept of transition in music education, Jellison 
(2000) argued for a deliberate effort by music educators to incorporate music experiences 
valued for adulthood into K-12 music curriculums to facilitate meaningful engagement in 
music by individuals beyond their formal school music education experiences.  Jellison 
(2000) noted that the “idea of transition as a principle for curricular and instructional 
decisions comes from educational research on transfer of learning” (p. 122) and argued 
that the application of this principle “is not evident in music education” (p. 127).  Jellison 
proposed that the application of the principles transition into music education curriculum 
planning can facilitate a student’s movement through their school years and into 
adulthood.  In planning for the use of transition in a music education curriculum, Jellison 
(2000) articulated that “once it is decided what music experiences are valued in 
adulthood, similar school experiences need to be developed for each grade level” (p. 127) 
and incorporated frequently throughout the music education experiences in the 
classroom.  Jellison (2000) advocated for intentional planning by music educators for the 
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future musical lives of their students and stated that “curricular and instructional 
decisions must be based on the reality that students leave school and that the frequency of 
their successes in school will greatly influence their opportunities for choice outside 
school” (p. 132).  Jellison’s point of deliberately linking musical activities valued by 
adults to the curricular decisions music educators make in school music programs leads 
toward a deeper understanding of the aspects of music making that adults find valuable.  
While Jellison does not specifically outline what musical experiences adults value, an 
articulated idea of relevancy regarding the contributions music educators can make 
toward facilitating an individual’s music making experience throughout their lifespan is 
the focal point argued for in this article.  Jellison’s argument paves the way for direct 
connections between valued musical experiences by adults and school based music 
experiences.  The focus of my study is to better understand what Jellison argues for 
regarding a deeper understanding of adult music making experiences and the aspects of 
those experiences adults find valuable in their lives. 
In a study that focused on a generating findings for music educators to consider 
when engaging in discussions regarding connections between school and community 
music making, Mantie (2012a) examined the characteristics, attitudes, and perceptions of 
adult community band members through a framework of a situated learning theory, 
leisure theory, and quality of life theory.  Mantie (2012a) focused on gaining insights for 
music education to facilitate a “more meaningful connection between school and 
community” and “greater lifespan engagement with participatory music making” (p. 23).  
In a survey of band members (N=275) from nine randomly selected ensembles, Mantie 
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summarized the typical survey respondent with characteristics such as over 45, physically 
healthy, nonsmoker, nondrinker, churchgoer, well educated, upper-middle class, married 
with children and active in the community.  
Mantie (2012a) presented two notable issues in the findings of the study related to 
school music programs and adult engagement in music.  Mantie (2012a) identified that 
participants from the study were more likely to strongly agree that their “enjoyment of 
music making is affected by the pieces” (p. 36) played in the ensemble.  Mantie (2012a) 
suggested this indicates a greater “emphasis on the importance of repertoire rather than 
on other possible sources of enjoyment” (p. 36).  The second notable finding was that “no 
significant relationship was found between learning in school and playing chamber music 
or playing in other music groups” (Mantie, 2012a, p. 36).  While Mantie (2012a) did note 
a “positive connection between community band participation and generally good health” 
(p. 36), Mantie added that attribution of that causal-correlation may require further 
examination.  Mantie offered the findings as considerations for music educators to 
examine in discussions of school music practices and were not intended to serve as 
prescription for the school music programs.  However, Mantie does raise questions 
regarding the idea of transition (Jellison, 2000) as an important issue for music educators 
in addressing lifelong participation.  The relevance of Mantie’s study is reflected in the 
identification of issues that participants noted as valued aspects of music making in the 





Influence of School Music on Music Making in Adulthood 
 Arasi (2006) identified three general themes from the findings of the study 
regarding the relevance of the high school choral program and its lifelong influence in the 
adult lives of the participants.  These themes focused on the influence of the high school 
teacher on lifelong meaning and value, how perceived aspects of the choral program may 
have enhanced lifelong learning and the possible evidence that intrinsic and extrinsic 
aspects of their high school choral program had a lifelong influence in their lives.  
 Interestingly, Arasi (2006) did not identify a strong implication that the choral 
ensemble experiences encouraged or influenced a lifelong involvement in music for the 
participants.  However, Arasi did suggest that social aspects, personal pride and 
achievement, and critical thinking skills were perceived as being influenced in the adult 
lives of the participants.  Arasi concluded that secondary school ensemble experiences 
may not be viewed as a strong influencer on lifelong music participation.  Arasi (2006) 
stated that “although the essence of the program was meaningful to them as an adult, 
something was missing from the education that allowed them to know specifically the 
extent of those benefits” (p. 203).  Arasi’s findings identified that music making 
experiences are meaningful to adults, but continued that examination of their experiences 
can afford music educators a deeper understanding of the potential influence school 
music has upon lifelong participation in music. 
In order that music educators may have a better understanding of curricular and 
pedagogical issues influencing adult participation in music activities, Buchanan (1998) 
examined factors that motivated non-music majors to sing in a university choral 
  
16 
ensemble.  Subjects were asked about participation experiences in high school choral 
ensembles, effectiveness of their high school choral teachers, and factors influencing 
their decision to continue participation in music beyond high school.  Buchanan’s 
conclusions noted the while the subjects viewed their high school music experiences 
positively; those experiences had a very limited effect on continued participation as 
young adults.  Buchanan (1998) did identify that the “affective components of music 
were critical for the subjects who chose to participate in collegiate music activities” (p. 
53).  Seventy-two percent of the respondents identified “a love for music/singing” 
(Buchanan, 1998, p. 53) as a primary factor influencing their decision to continue music 
making as a young adult.  Buchanan suggested that music educators examine aspects of 
affective components of music making experiences to further understand issues related to 
lifelong music participation.  Buchanan’s study illustrates factors that can impact an 
individual’s lifelong participation in music making and assists in framing a continued 
exploration of music making by adults from across the lifespan. 
In a study to identify predictors that might influence an individual’s participation 
in lifelong learning, Busch (2005) examined individuals who participate in performing 
ensembles at Illinois community colleges.  The purpose of the study was to characterize 
the participants so that faculty and administrators at the Illinois community colleges 
could more effectively plan curricular offerings that “meet the needs of their populations, 
encourage participation, and also foster engagement in music learning throughout one’s 
lifetime” (Busch, 2005, p. 248).  
 Busch (2005) had five objectives that guided the study.  The objectives were to 
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describe the current musical activities of the participants, illustrate the lifelong learning 
process of the study participants, examine selected predictors of lifelong learning in 
music (personal motivators, demographics, past music learning and future needs), to 
define the relationship between the selected predictors, and to determine the effect of the 
predictors on current musical activities.  While the study focused on the participant’s 
connection to continued participation in music learning activities at the Illinois 
community colleges, the conclusions drawn by Busch reveal interesting points regarding 
adult lifelong participation in music.  Busch (2005) noted the “individuals participating in 
performing ensembles do so because they enjoy making music and like to be around 
others who enjoy the same” (p. 268).  Busch (2005) stressed a conclusion for music 
educators, that the appeal of continuing in music making activities is that “individuals 
play or sing because it is enjoyable and a challenge” (p. 268).  Busch (2005) also 
concluded that encouragement is the “single-most important element in music learning” 
(p. 270) and that there is a relationship between “past music experiences and sustained 
musical interests and activity” (p. 270).  The conclusions Busch noted about 
encouragement and enjoyment as important factors that can impact an individual’s 
continued participation in music making activities facilitates a context for examining 
adult music making across the lifespan. 
The nature and integration of music participation in the lives of young adult 
college students was a particular focus for Isbell and Stanley (2011) who sought to 
develop theories that illuminate reasons why participants in the study chose to continue 
music participation in a college concert band.  In the first of two conclusions, Isbell and 
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Stanley noted that participants considered the competitive nature of high school band 
programs as a negative influence on music participation beyond secondary school.  
Participants in the study explained, “they play their instruments, not for grades or 
accolades, but for the simple joy that it brings to their life (Isbell & Stanley, 2011, p. 28).  
The second conclusion focused on the nature of musical skill sets that prepare individuals 
for more autonomous and self-directed music participation throughout life.  Isbell and 
Stanley noted that the young adult participants would most likely discontinue music 
participation if the campus concert band was not available to them.  The researchers 
summarized that while large ensemble experiences are prevalent within secondary school 
settings, the nature of those ensembles does not necessarily foster a musical skill set for 
lifelong musical participation.  Isbell and Stanley identified that secondary school music 
experiences influenced lifelong music participation by the young adult participants in the 
study and further suggested that these factors should be noted by music educators at the 
secondary level and in higher education to better understand lifelong participation in 
music.  The findings Isbell and Stanley present that identifies personal enjoyment from 
music making as a valued factor influencing participation in early adulthood provides a 
context for an examination of music making experiences by adults from across the 
lifespan.  Like Mantie (2012a) and Arasi (2006), Isbell and Stanley’s (2011) research also 
points to the missing connection between school ensembles and lifelong music 
participation. 
The perceptions of people who have continued to be musically active past their 
formal school years and participate in community ensembles was the focus Mantie and 
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Tucker (2008) examined in a study of community ensemble members.  The discussion 
Mantie and Tucker (2008) noted focused on “the gap existing between school music 
teaching and learning practices, and lifelong engagement with active music-making” (p. 
218).  Using interview data collected from three community music ensembles, Mantie 
and Tucker considered their analysis through the theoretical lens of Lave and Wenger’s 
(1991) situated learning theory. 
 Mantie and Tucker (2008) presented two problems for discussion based on the 
analysis.  The first problem was that “students do not view their learning as co-
participating in a real, ‘in-the-world’ social practice” (Mantie & Tucker, 2008, p. 220) 
and the second problem was that “teachers do not view their teaching as leading toward 
the goal of lifelong participation” (Mantie & Tucker, 2008, p. 223).  In response to the 
illustrations of these two problems from the interview data, Mantie and Tucker 
questioned why students and teachers do not view community music ensembles as 
objects of learning and teaching.  While no definitive answers were given to these 
questions, Mantie and Tucker (2008) suggested that answers to these question may 
“confirm that traditional performance programmes do not belong in the school 
curriculum” (p. 225).  The conclusions Mantie and Tucker presented bring into question 
music learning and the connections between school music experiences and music 
experiences outside of school.  Mantie and Tucker (2008) noted that if music learning 
were “conceptualized more along the lines of LPP [Legitimate Peripheral Participation] 
… then the connections between life in an out of school would be more obvious” (p. 
225).  The findings Mantie and Tucker presented suggest the potential impact school 
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music ensembles may or may not have on lifelong participation in music which provides 
possibilities for consideration in the examination of adults who have participated in a 
community ensemble. 
Rohwer and Rohwer (2009) sought to better understand what could be “learned 
from the combination of school-based and adult-based research findings to inform the 
encouragement of lifelong learning practices for all musicians” (p. 256).  Rohwer and 
Rohwer (2009) examined the perceptions of 57 high school choral musicians at a north 
Texas high school to better understand a student’s perspective in transition to a new 
ensemble.  Six over-arching themes developed from the perceptions of the high school 
participants about their choral music experiences: “social, musical, director-related, 
effort/fun, memories and concerns” (Rohwer & Rohwer, 2009, p. 257).   
Of the themes identified, Rohwer and Rohwer (2009) noted that the social impact 
of the choir experience was a central aspect for the participants.  Using the themes that 
were generated, Rohwer and Rohwer presented a number of ideas on how the findings 
from their study could influence how music educators design school music experiences to 
promote community music ensemble participation.  One of the primary ideas presented 
for consideration focused on the intentional integration of social aspects in the learning 
environment of school music programs.  Rohwer and Rohwer (2009) shared examples of 
social activities that music educators could use outside of the classroom, but also noted 
that to purposefully integrate this issue into the classroom; consideration should be made 
for “the best instructional strategies for students to be able to move back and forth 
between social and content-centered activities” (p. 259).  However, specific examples of 
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instructional strategies were not elaborated on any further by the researchers.   
While Rohwer and Rohwer’s (2009) study does not examine the perceptions of 
adult musicians regarding their transition from a high school choral ensemble to a 
community choir, the implications presented focus on issues music educators can 
consider when working to better understand the concept of transition that individuals 
encounter as they advance through school music programs and throughout their lifespan 
of music making activities.  Rohwer and Rohwer (2009) emphasized this point when 
stating that “without the effort and cooperation between all parties, community music 
could be a marginalized faction of music education instead of an integral component of 
the complete process of music education” (p. 261).  The point Rohwer and Rohwer 
presented assists in framing a perspective of the potential role and function community 
music ensembles can have in lifelong music making experiences. 
In an exploration of young adult music participation, Royse (1989) sought to 
identify significant predictors of continuation or discontinuation in a college concert 
band.  Royse argued the need for the study addressed the issues presented by music 
educators’ objective of lifelong participation.  Furthermore, college music programs 
benefit from non-music major participation in college ensembles.  Through the use of a 
closed-form questionnaire, results suggested that non-music majors who continued 
musical participation in a college concert band felt valued by the ensemble and 
maintained positive relationships with other band members.  Royse primarily concluded 
that college band directors and music faculty might enhance continued music 
participation by promoting the importance and value of participation in a college concert 
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band.  Royse’s conclusion highlights the significance young adults place on the social 
nature of their music making experiences and presents an important issue to consider in 
the analysis of the lived experiences of individuals who have continued to make music 
beyond college ensembles. 
Nature of Adult Music Making in the Context of Lifelong Learning 
Aspin (2000) identified the evolving nature of how learning is viewed in the 
twenty-first century and the manner in which arts education is suited for modeling 
lifelong learning.  Aspin (2000) argued for the important role arts education can play in 
“embracing the challenges and changes inherent in the imperative for learning to be an 
activity engaged in throughout people’s lives” (p.75).  Aspin noted the current 
perspective on learning and knowledge is student-centered with multiple styles and 
delivery models that are focused on cooperative engagement.  Facilitated by the 
advancement of communication and information technology, the way people learn has 
changed and arts education is well–suited to facilitate a changing educational landscape.  
 Aspin (2000) also noted that arts activities could be a focal point for community 
interaction and meaningful learning experiences for all members of a community.  Aspin 
(2000) stated, “many people are drawn to the arts and cultural activities because of the 
opportunities for social interaction and practical enjoyment of creative activity that they 
offer” (p. 77).  Aspin highlighted several strategies that arts education can implement to 
foster community engagement and lifelong learning skills.  Aspin’s ideas ranged from 
program presentation and masterclasses to media studies and media access for students 
and community members to connect with the arts.  Aspin (2000) noted that these 
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activities should not only be considered recreational in nature; instead, he argued that 
“experience in the arts requires students to acquire knowledge and develop a range of 
skills that can be transferred to the workplace” (p. 81).   
The larger context for Aspin’s (2000) argument centered on the broad range of 
experiences offered in arts education focused on the idea that “those in places of learning 
have to be able to argue that there is a direct connection between what their students learn 
and their ability to lead a responsible and productive, fulfilled life” (p. 83).  As examples, 
Aspin pointed toward arts education developing a sense of community involvement, the 
engagement of artisans in schools, and lifelong learning experiences designed for multi-
generational students as avenues where arts education can be a model for learning.  
Aspin’s ideas for arts education could perhaps be tailored to fit music regarding ways that 
educators could connect students with the idea of lifelong music participation. 
In an effort to expand the discussion and scope of music education, Jones (2009) 
advocated that the music education community incorporate the concept of lifewide to 
school music programs in the United States.  Jones (2009) argued that music education 
efforts in addressing the concepts of lifelong and lifespan when applied to music learning 
have longitudinal limitations and that “broadening the profession’s perspective” (p. 204) 
can help students build connections between music outside the school curricula and 
school music programs.  Jones (2009) defined lifewide learning as “formal, non-formal 
and/or informal learning that takes place across the full range of life activities including 
academic, personal, social and/or professional, at any particular stage in life” (p. 205).  
 The concerns that Jones (2009) presented offer a reflective consideration of 
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terminology that is frequently used in music education literature and contended that the 
concepts of lifelong and lifespan “connote longitudinal paradigms of learning throughout 
one’s life” (p. 204).  Jones argued for an individualized consideration of students’ 
musical interests so as to provide them with meaningful musical engagements that will be 
useful to their musical development throughout their lifetime.  By incorporating the 
concept of lifewide, with lifelong and lifespan into the music education lexicon, Jones 
(2009) stated that music educators could provide a “multi-dimensional paradigm for 
understanding an individual’s musical identity and needs based on his or her idiosyncratic 
combination of musical selves” (p. 205).  The argument Jones presented focused on 
challenging music educators to consider a broad array of issues a student needs for music 
making while in a school music program and how that can influence music making 
through life for an individual.  This view is also encouraging for the music educator to 
continue to look for avenues to provide students with experiences that build a lifelong 
relationship with music.  Jones’ argument has potential implications for the analysis of 
the music making experiences of adults from varying stages of life so as to assist music 
educators in better understanding the broad array of issues that can influence music 
making throughout an individual’s lifespan. 
 In a discussion related to Jones’ (2009) argument, Mantie (2012b) proposed that 
music educators reconsider the use of the term ‘lifelong learning’ regarding adult music 
making activities.  Mantie (2012b) noted that while music education literature has “aimed 
at reducing the so-called ‘gap’ between formal and informal music and music learning 
practices” (p. 225), an examination of the application of the term learning as “permeating 
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all aspects of life has a potentially detrimental effect on the value of learning” (p. 225).  
Mantie (2012b) argued that the conceptualization of the learning in school as having a 
“direct bearing on outside-of-school life” (p. 225) contextualizes learning as preparation 
for life and that learning “becomes a redundant concept if it is omnipresent and assumed 
to occur at all times and places” (p. 225).    
Mantie (2012b) articulated that the rhetoric of lifelong learning “is not just 
problematic because it blurs the means/ends distinction, but because it turns people from 
doers into learners” (p. 225).  The focus on learning can recontextualize an individual’s 
motivation and understanding of music participation in adulthood and “changes practice 
from a social activity to an individual one” (Mantie, 2012b, p. 225).  Rather, Mantie 
proposed that music educators consider the value of participation in community music as 
an activity adult can engage in throughout their lifetime.  Mantie (2012b) argued that the 
terms adult music making and “lifelong learning are not synonymous” (p. 227) and 
suggested that a more appropriate understanding of community musical practice in 
adulthood focuses on the benefits of participation versus learning. 
In an examination of the community wellbeing, Merriam and Kee (2014) 
presented a case that lifelong learning for older adults “can significantly contribute to 
community wellbeing” (p. 128).  Merriam and Kee (2014) defined community wellbeing 
as “the notion of a locality where people are socially interconnected in healthy and 
prosperous ways” (p. 130).  An outline of statistical information that framed an 
understanding of the growing older adult population in most countries throughout the 
world was noted in connection with an identification of the great social change that is 
  
26 
concurrent with this worldwide demographic shift.  Merriam and Kee (2014) argued that 
community wellbeing can be “fostered by promoting lifelong learning for older adults” 
(p. 130).   
Merriam and Kee (2014) commented that lifelong learning opportunities should 
address issues of socio-economic status, continued employment and health and wellness 
issues.  Intersecting with these issues, Merriam and Kee (2014) noted that older adult 
learning can be “improved with attention to the learning preferences of older adults” and 
that older adults “can direct their own learning as well as contribute to others’ learning 
through the sharing of their life experiences” (p. 141).  Interestingly, Merriam and Kee 
(2014) commented that older adults can be intimidated by lifelong learning opportunities 
through educational institutions and noted that “community groups and established social 
networks” (p. 140) are avenues to break down these barriers.  Notably, the identification 
of community groups as a significant aspect in the promotion of lifelong learning 
opportunities for older adults connects with the role of community music ensemble 
experiences for older adults.  Merriam and Kee present findings that provide a focused 
understanding of the lived experiences of older adults and the role community groups can 
have in their lives.  The focus on lifelong learning and social networking provide valued 
insights in the analysis of the music making experiences of older adults who participate in 
a community ensemble. 
Alfano (2008) investigated the interactions between senior adults and adolescents 
in order to capture the senior adults’ reflections on their music making experiences.  
Through participant journals, videotaped lessons, and questionnaires, Alfano identified 
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that the participant’s reflections on their music making experiences yielded themes 
relating to issues of social interaction, behavioral patterns, problem solving, student 
progress and attitudes and opinions.  Alfano concluded that the music making 
experiences, which combined adolescents and senior adults in learning activities, resulted 
in an elevated appreciation and respect between young and old band members.  The 
findings Alfano presents raise potential issues about the music making experiences of 
adults from varying stages of adulthood for consideration and how those interactions may 
manifest themselves when examining the lived experiences of community band members 
from across the lifespan.  
In an ethnographic study that examined models of music learning in adults, Kruse 
(2007) focused on telling the stories of adult musicians in order to better understand the 
meanings and implications of lifelong music making.  Kruse investigated adult teaching 
and learning in order to contextualize pre-adult learning functions in school aged music 
students and lifelong learning.  Findings of the study indicated that continued music 
participation by adults was facilitated by group dynamics of the ensembles.  Participants 
identified that their level of satisfaction with their musical experiences was dependent 
upon issues such as the difficulty level of the music, the teaching style of the directors, a 
sense of belonging to a community, and a strong awareness of reciprocity within the 
community.  Kruse noted that the majority of adult participants preferred a teacher-
centered model of music instruction rather than a student-centered approach.  The 
implications for lifelong music making that Kruse recommended included a continued 
encouragement for music educators to continually strive to integrate school music 
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experiences in the community.  The findings Kruse noted about issues important to adults 
who participate in a community band also provides useful information for analyzing the 
role and meaning of music making in their adult lives. 
In another article, Kruse (2009) focused on identifying perceptions of adult 
community band members.  Kruse (2009) reported on what he described as “some of the 
more mystifying results” (p. 217) from his dissertation (Kruse, 2007) that investigated the 
concept of andragogy with adult members of community bands in Edmonton, Alberta and 
East Lansing, Michigan.  Based on his ethnographic study (Kruse, 2007) that investigated 
adult motivations for participation in instrumental music, Kruse (2009) detailed 
inconsistent relationships and behaviors that adult community band members may 
experience while learning music through participation in community ensembles.  The 
issues Kruse (2009) identified were challenges to participation, self-concept, power-
sharing, and self-directed learning behaviors and beliefs.   
Kruse (2009) identified that the participants in the study expressed how 
participation in the community band had challenges associated with learning and 
interpersonal relationships.  These challenges were influenced by the varied ability levels 
of the band members and individual perceptions of personal and musical skills.  Kruse 
(2009) noted the issue of self-concept was apparent with nearly all the participants in the 
study as “group dynamics were a key factor in their decision to participate in an 
instrumental ensemble” (p. 218).  Interestingly, Kruse (2009) commented that most of the 
“informants did not view themselves as ‘a musician’” (p. 218). 
The concept of power-sharing was also noted by Kruse (2009) in context to the 
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manner in which school bands and community bands may function differently.  Kruse 
commented that pedagogical paradigms of teacher-centered and student-centered play out 
in a variety of ways for adults in a community band.  Perceptions from the participants 
illustrated how a student-centered approach has viability as adults may be more willing to 
share opinions and ideas; however, limited rehearsal time can necessitate a teacher-
centered model in order to learn all the music needed in the given time frame.  The 
illustrations Kruse included regarding the concept of self-directed learning were notable 
in that they focused on issues of how adults integrate music making into their adult lives.  
Kruse (2009) commented that for the participants “the issue of improving musicianship 
through regular, regimented practice sessions appears to be a regrettable, incompatible 
match with their adult lifestyle” (p. 221).  Time management in the daily lives of the 
participants was an expressed concern as issues of “family, careers, hobbies, activities, 
church and band commitments” (Kruse, 2009, p. 221) were identified as valued parts of 
adult life that needed to be balanced.  
Kruse (2009) summarized that a dichotomy existed in the music making 
experiences of the adult participants in the study.  On the one hand, Kruse identified a 
student-centric approach toward music making that involved critical thinking examples, 
but also observed a teacher-centric approach in which musical decisions were expected to 
come from the band director.  Kruse concluded that further exploration of learning styles 
in adult community music ensembles that focus on personal, social and musical aspects in 
the lives of adults is warranted.  Also, issues of music education pedagogy and alternative 
music making experiences need to be examined, as these issues may have applicability to 
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school music programs.  The issues Kruse identified about self-directed learning, time 
management, and participation provide a useful context for understanding concerns 
adults have raised regarding the integration and role of music in their adult lives.   
In an intergenerational study focused on the music making experiences of older 
adults and elementary school girls, Winston (2007) sought to describe, analyze, and 
evaluate the interactions between these participants in beginning instrumental music 
lessons and band in an elementary school environment.  As Winston focused on the 
pedagogical implications that could be garnered from the results of the study, issues and 
themes related to social interactions, behavioral patterns, practice habits and problem 
solving, physical issues, student progress, and attitudes developed from the analysis.  
While Winston (2007) reported that the learning rates for all the participants were similar, 
pedagogical concerns between young and old learners in the study require varied 
accommodations as “children and older adults will exhibit different behaviors” (p. 196).  
Winston specifically noted that adaptation to the physical changes of old age was an issue 
the older adults negotiated in their music making experiences.  Even as the participants 
adapted to their physical changes, music making was an enjoyable and meaningful aspect 
of their adult lives.  In consideration of the role of music making in the lives of older 
adults, Winston (2007) articulated that “active participation in music provides the elderly 
with social, mental, emotional, and even physical benefits to their quality of life” (p. 
199).  Additionally, Winston (2007) noted that “creating an intergenerational music 
ensemble is an excellent way for a school to connect with and contribute to the 
community at large” (p. 197).  Winston’s analysis contributes to understanding the role 
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and meaning music making can have in the lives of older adults and potential insights 
into the issues for music educators to consider when facing the topic of lifelong learning.   
Wilhjelm (1998) examined the organizational objectives and goals of the 
Ridgewood Concert Band and how those objectives and goals have been realized 
throughout the history of the ensemble.  One of the primary objectives of the Ridgewood 
Concert Band was an articulated focus on lifelong learning for the adult participants in 
the ensemble.  Through interviews and surveys of adult band members, Wilhjelm 
determined that the ensemble’s focus on challenging band literature and artistic 
excellence were the significant factors in achieving the goal of lifelong learning for the 
ensemble members.  Wilhjelm (1998) also concluded that there is a great need for more 
community ensembles “geared to satisfying the artistic needs of the large number of 
musically skilled citizens” (p. 188).  Wilhjelm’s conclusion also acknowledged that 
participation in the band met other needs of the adult ensemble members; however, the 
study parameters did not focus on identifying those needs.  The conclusion Wilhjelm 
noted regarding how participation in music making can fulfill personal needs, suggests 
that continued examination of adult participation in a community band has the potential 
for the identification of various roles and meanings music making has in the lives of 
adults. 
Various Roles and Differing Meanings of Music Participation  
 Researchers have explored a variety of aspects regarding the various roles and 
differing meanings that music making has in the lives of adults.  The literature I reviewed 
in this section focuses on adults’ perceptions and integration of music making in 
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adulthood (Chiodo, 1997; Flowers & Murphy, 2001; Thornton, 2010) and music 
education and lifelong learning in context to the various roles adults may have through 
music participation in adulthood (Jones, 2007; Lamont, 2011).  In this section I also 
review literature that examined the various roles and differing meanings adults of all ages 
experience through music making in community ensembles (Belz, 1995; Bowen, 1995; 
Cavitt, 2005; Coffman, 2006; Goodrich, 2013; Heintzelman, 1988; Holmquist, 1995; 
Paterno, 2010; Shansky, 2009; Waldron & Veblen, 2009) and research specifically 
focused on the various roles and differing meanings senior adults experience from music 
making experiences in community ensembles (Coffman, 2009; Coffman & Adamek, 
2001; Dabback, 2008; Darrough, 1990; Douglas, 2011; Griffith, 2006; Tsugawa, 2009).  
Perception and Integration of Music Making in Adulthood 
Lifelong commitment to instrumental music was the focus of Chiodo’s (1998) 
study that examined music participation by adult musicians.  Chiodo selected twenty-
eight informants through maximum variant sampling technique seeking variations of age, 
gender, marital status, occupation, and instrument.  The informants were active 
participants in music experiences and ensembles that mirrored school music programs.  
Chiodo focused on six research topics: the scope and nature of adult music participation; 
the way adult instrumental musicians integrate music into their lives; the development of 
commitment to music participation; the customary activities of the instrumental musician; 
the shared values and meanings of music participation; and the benefits of music 
participation.  Chiodo’s analysis noted that the informants’ valued personal benefits (self-
expression, fun, personal enrichment) over social benefits (group accomplishment, social 
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attraction) from participation in music making.  Interestingly, Chiodo identified that 
integration of music participation in the informant’s adult lives produced conflict with 
personal relationships.  However, in spite of this conflict, the informants viewed the 
integration of music participation with their adulthood roles associated with career 
choices as a favorable experience.  Chiodo’s analysis highlights various perceived 
benefits that the informant’s identified as valued aspects of music making in adulthood in 
context to issues such as personal relationships and careers and frames an understanding 
of the various roles and meanings music making holds in the lives of adults. 
Flowers and Murphy (2001) examined perceptions adults have about music 
participation in their study that interviewed older adults’ in order to profile musical 
backgrounds and preferences, examine the connection of childhood music education 
experiences, and frame the participant’s prior music experiences as advice for music 
educators.  Forty-five older adults ranging in ages from 65 - 90 years old were 
interviewed for this study.  Participants were not recruited based on being musically 
active, but this information was sought during the interviews.  Flowers and Murphy 
(2001) concluded that music was “ubiquitous in the lives of older adults” (p. 31).  The 
integration of musical activities, such as listening and dancing, in daily activities was 
popular with participants.  Flowers and Murphy (2001) also concluded that music making 
on an instrument was a valued lifetime experience for these older adult participants.  The 
conclusions Flowers and Murphy present identify older adults as understanding the 
function and integration of music in their lives from a lifetime perspective which parallels 
developmental characteristics of older adults. 
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Understanding the role of music in the lives of adults was the focus of Thornton’s 
(2010) Interpretative Phenomenological Analysis.  Thornton interviewed three musically 
engaged adults to examine the context of music in their lives and to identify ways that 
learning occurred through music engagement from a lifespan perspective.  Through four 
in-depth interviews with each participant, Thornton identified three emergent themes that 
underscored music engagement as a meaningful experience within the participants’ adult 
lives.  The emergent themes of connection to humanity, sense of fulfillment, and choice 
identified the participant’s desire to seek out music experiences to fulfill personal needs 
in their adult lives.  Thornton concluded that the context or role of musical experiences in 
the lives of the participants varied based upon their personal needs and values.  The noted 
finding in Thornton’s study was presented in how participants sought music experiences 
that reflected personal needs and values.   
In an article that focused on improving music education by broadening the 
thought level of K-12 teachers, Jones (2007) used systems theory and organization theory 
to illustrate aspects of music education teacher pedagogy.  Using organization theory as a 
level of analysis, Jones argued that music educators are often focused on the tactical level 
of operation in their music instructional techniques.  Jones (2007) noted that “being a 
tactician is being a music specialist who knows to plan, teach and evaluate lessons; 
implement methodological approaches; rehearse ensembles, and so forth” (p. 5).  While 
this level of teaching pedagogy is practical for the profession, Jones advocated for the 
development of strategic thinkers.  Jones (2007) argued that a tactical approach to music 
education is myopic and focused “merely on production and immediate results” (p. 6).  
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Strategic thinkers, according to Jones, consider the big picture and are concerned with 
creating vision for long term direction.  Jones (2007) described strategic level thinkers in 
music education as educators who ask “questions about the purpose of music in people’s 
lives and its roles in society, then asks how teaching and learning in music can best meet 
people’s needs” (p. 6).  The point of Jones’ argument focused on balancing pre-service 
undergraduate teacher education to include a blend of intellectual foundations with the 
practical studies of music teaching.  However, the considerations Jones noted reinforce 
the examination of music making experience across the lifespan.  
The issue of lifelong learning in music was the focus of Lamont’s (2011) study 
that considered questions of musical identity through an analysis of qualitative interviews 
with people about “how music fits into their everyday lives and musical biographies” (p. 
369).  Lamont examined the issues of talent, motivation, opportunity, continuity, and 
musical identity to illustrate aspects of lifelong learning and participation in music.  
Lamont (2011) commented on how the factors of talent, motivation, opportunity, and 
continuity influence an individual’s lifelong participation in music making by stating that 
“the dynamic nature of musical development makes it almost impossible to predict how 
an individual’s trajectory will develop” (p. 380).  However, Lamont (2011) did argue that 
the development of a “robust self-concept or musical identity” (p. 380) offers a 
perspective to consider how individuals engage in music making experiences throughout 
their lifespan.   
Drawing on the developmental psychology theory of Erik Erickson (1982), 
Lamont commented that the adult developmental stages of generativity and integrity offer 
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a perspective to understand adult participation in music making.  Lamont (2011) noted 
that “music provides a way to negotiate many life transitions or identity crises from 
leaving school through to retirement” (p. 381).  As an example of the connection between 
music making and adult identity development, Lamont (2011) articulated that for middle-
age adults’ involvement in music provides a “way of exercising the need for generativity 
and care, ensuring that they have a lasting legacy that goes further than their own 
personal involvement” (pp. 381-382).  Lamont also noted that for many older adults’ 
music is a way of achieving integrity, which is Erikson’s eighth stage of identity 
formation.  Lamont (2011) noted that older adults have “discovered through a 
combination of motivation, opportunity, and social support a means of challenging 
despair which is what Erikson describes as the last phase of life” (p. 382). 
Lamont (2011) argued that music educators need to re-conceptualize school music 
opportunities in order to offer a different approach toward music education for life.  
Lamont (2011) noted that “developing a stable but flexible musical identity is essential to 
support lifelong involvement in music making” (p. 385).  Notably, Lamont’s argument 
for supporting the development of lifelong music making points toward including skills 
which adults feel are valuable.  Technical aspects of music making, practicing strategies 
and information about music making opportunities beyond school music programs are 
valuable aspects that music educators can highlight, but Lamont (2011) stressed that 
“music education needs to provide multiple opportunities to engage with different kinds 
of music making at different stages in development” (p. 385).  Lamont (2011) 
encouraged music educators to offer opportunities for students to engage in an 
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exploration of music experiences for an extended period of time as “proximal processes 
required can take some time to develop, so opportunities need to be sufficiently long 
lasting that appropriate connections can be formed and consolidated” (p. 385).  
Significant aspects of Lamont’s study note the inclusion of adult developmental stages in 
the analysis of music making experiences and the potential implications this has for 
music educators to consider in the design of school music experiences. 
Various Roles and Differing Meanings from Music Making in Adults Lives  
The motivational influences of adult musicians was the focus Belz (1995) 
explored in the examination of German Gesangvereine (Singing Clubs) in order to 
determine their use as a model of amateur lifelong music participation and music 
education.  Belz considered the motivational factors that influence amateur adult 
musicians and an ensemble conductor’s role in creating meaningful experiences for the 
ensemble participants.  Belz’s ethnographic study resulted in the identification of four 
broad motivating factors in amateur adult music participation.  The motivational factors 
that Belz identified as influencing amateur adult music participants are a constructive use 
of leisure time, meaningful socialization within a community, a continuation of music 
education experiences, and an opportunity to preserve culture and heritage of a 
community.  Belz (1995) identified Gesangvereine as a “vehicle for the fulfillment of an 
adult’s need to feel he or she was participating in a meaningful, constructive leisure time 
activity (p. 180).  Belz’s conclusion that the participants perceived the community choral 
experience as a meaningful aspect integrated into their adult lives provides an illustration 
of the valued role music making has in the lives of adults. 
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In a study focused on better understanding adult participants in community bands, 
Bowen (1995) identified all active community bands in Alabama, Georgia, and Florida in 
order to develop a profile of the adult musicians in these community bands.  The profile 
Bowen developed examined the educational level, personal and musical characteristics, 
employment information, and music participation histories of the participants in the 
study.  Bowen collected data through a 60-item questionnaire that was distributed to 
adults in fourteen community bands that were selected as the sample population.  Bowen 
presented a variety of descriptive statistics that summarized how the majority of 
community band members in the study were well-educated professionals and had a 
musical history of being highly engaged band members throughout their formal school 
experiences.  Bowen identified that relatively few participants in the study were active in 
music participation for fifteen or more years following their school music education 
experiences.  Bowen (1995) noted a possible explanation of this phenomenon as 
identified in other literature when stating that “adults experience a period of 
establishment in which they are focused on raising a family and becoming established in 
a career” (p. 154).  While Bowen did not specifically identify the other literature, the 
description of family responsibilities and careers describe the developmental roles of 
adulthood roles and provides a notable consideration in the examination of integration of 
music making in the lives of adults. 
An investigation of factors that influenced adult participation in community bands 
was the focus of Cavitt’s (2005) study that surveyed 401 adult community band members 
from ten community bands in Texas, Michigan, and California.  The survey Cavitt 
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administered created a profile of the participants that included demographic information, 
participant’s attitudes toward active and passive music activities, family and home 
influences, perceptions of enjoyable band experiences, band literature style preferences, 
and reasons for participation in a community band.  From the demographic information 
collected in the study, Cavitt (2005) summarized that the typical adult community band 
member was over 35 years old, college educated, a professional, a middle income wage 
earner, and lives in the suburbs (Cavitt, 2005, p. 22).  From the survey results, one of the 
interesting findings focused on the experiences and individuals the participants identified 
as being most influential on developing their interest in music.  Cavitt reported that 78% 
percent of the participants identified that their secondary school music experiences were 
most influential on the development of their interest in music.  Cavitt also reported that 
75% of the participants identified their high school music teacher as the most influential 
person on the development of their interest in music.  Cavitt noted that home influences 
and parents ranked second highest as influencing factors on the participants’ development 
of their musical interests.    
When asked about reasons for participating in a community band, Cavitt (2005) 
noted that 70% of the respondents “indicated that enjoyment and having fun was the most 
important reason for participation in community band” (p. 51).  Social interaction and the 
opportunity to play with a group were the two other factors Cavitt noted as reasons for 
participation in a community band.  The study also examined participant perceptions of 
their most enjoyable band experiences in secondary school and community band.  Cavitt 
reported that the participants identified personal satisfaction, social interaction, concert 
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performances, rehearsing, and learning how to play better as the most enjoyable aspects 
of their community band experiences.  The demographic characteristics that Cavitt 
presented outlined a composite perspective of the study participants and their perceptions 
regarding factors influencing their participation in a community band as adults.  
However, the study did not analyze participant responses to questions about factors 
influencing their lifelong long music experiences by demographic characteristics such as 
age or educational level.  Cavitt did note that the creation of a profile of community band 
members that detailed demographic information, perceptions of influencing factors that 
developed their personal music interests, and meaningful aspects about participation in a 
community band may assist music educators regarding the nurturing of lifelong music 
making.  The notable finding in Cavitt’s study centers on the identification of the 
participants’ articulation of enjoyment and social interaction as a meaningful aspect of 
participation in a community band.   
In a study of a large community band program at the University of Tasmania in 
Launceston, Tasmania, Coffman (2006) examined the structure of the program, the 
perspectives of the adult novice musicians in the program, and adult learning in the 
program through the theoretical lens of serious leisure.  Coffman used Stebbins (1992) 
serious leisure concept as a theoretical basis for this study.  Additionally, Coffman 
referenced Gates’ (1991) typology of music participants as a method to categorize adult 
musicians.  Jellison’s (2000) assertions about how modeling adult music making 
activities with children can encourage an individual’s transition of school music 
experiences to adult music making is also referenced by Coffman as a perspective for 
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framing this study. 
 Coffman (2006) identified several themes that developed from the study.  In the 
theme of Access / Opportunity, Coffman (2006) reported that “family and friends 
significantly influenced participants’ decisions to join” (p. 14.) the band program.  
Interestingly, the recruitment for participation in the program came through the 
encouragement of current band members, children involved in the program or the 
encouragement of parents.  Coffman noted that the theme highlighted how potential 
participants beginning a new leisure activity often need support and encouragement from 
others.  The other themes Coffman identified were Musical Background, Emotional 
Response, Limitations, and Commitment.  The theme of Musical Background highlighted 
the influence of childhood experiences in music on the participants’ musical activities as 
adults.  As a reference to Jellison’s (2000) assertions, Coffman (2006) suggested that the 
“way to facilitate the transition from school music activity to lifelong music making is to 
provide children with musical experiences that they will engage in as adults” (p. 16).  In 
the Emotional Response theme, Coffman referenced the participants’ descriptions of their 
positive and negative responses to the making of sounds with others.  The theme of 
Limitations captured a significant issue for adult musicians.  Coffman (2006) reported 
that most of the participants “frequently mentioned regret about not being able to practice 
as much as they felt they should” (p. 18).  The theme of Commitment was apparent in the 
comments from the participants.   
Coffman identified how a number of participants participated in multiple bands, 
sought medical help to facilitate playing in the band, and how two individuals pursued 
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Bachelor degrees in music to learn as much as they could about music.  Coffman (2006) 
concluded that the participants in the study displayed “all of the attributes of serious 
leisure proposed by Stebbins (1992)” (p. 20).  Additionally, Coffman (2006) noted that 
this program could be a model for Jellison’s (2000) call for “intergenerational groups that 
foster lifelong learning in music” (p. 20).  Coffman’s study illustrated examples of 
possible realizations of issues that researchers such as Stebbins (1982), Jellison (2000), 
and Gates (1991) have advocated for in connection with lifelong learning and music 
making. 
In a study that examined how health musicing functioned in the Stars Hollow 
Symphony Orchestra, Goodrich (2013) explored the experiences of orchestra members 
who were health care professionals, non-health care professionals, and the ensemble 
conductor.  Using a case study design, Goodrich (2013) identified two themes regarding 
how health musicing functioned for the participants: community engagement and music 
as healing.  Goodrich noted that the participants in the study identified two important 
reasons that influenced their participation in the orchestra.  The participants were 
“passionate about their role with music as healing for both the people with medical needs 
at the concerts, hospitals and nursing homes in addition to being recipients of music as 
healing” (Goodrich, 2013, p. 56).  The concept of lifelong participation in music making 
was advanced by Goodrich as possibly associated with the ways in which the participants 
in the study understood their music making experiences in the orchestra.  Goodrich 
(2013) concluded that the evidence of the study suggested that “health musicing via 
community engagement and music is healing comprise two ways in which ensembles can 
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remain relevant and provide a connection to current cultural and societal needs” (p. 58).  
Goodrich noted that the results of the study might help music educators integrate the 
concept of music as healing to provide a “more meaningful experience for students which 
could lead to a more prolonged lifelong participation with music” (p. 58).  Goodrich’s 
suggestion provides an impetus for a continued examination of adult music making 
experiences to further identify meaningful aspects about the integration of music in the 
lives of adults.  
Adult participation in a community band was examined by Heintzelman (1988) in 
an investigation of the motivations and factors that influence such participation.  Using 
two survey instruments to collect structural characteristics of bands and demographic and 
motivational reasons for participation, Heintzelman identified that musical factors were 
the primary motivation for adult participation in the community bands.  Social 
relationships and rewards were noted as factors of secondary importance regarding 
motivation for participation.  The motivational factors that influence adult participation in 
music making are noteworthy for further examination of music making by adults from 
across the lifespan. 
In another study that examined motivational factors that influence adult 
participation in a community ensemble, Holmquist (1995) surveyed 244 adults actively 
participating in a community choir in order to identify school related factors that impact 
continued adult participation in music.  Data analysis of the surveys and interviews was 
considered in terms of role identification, affective taxonomy, and participation theory.  
As the study included adults of varied age ranges, Holmquist focused on adult role 
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identity in relationship to music ensemble identity.  Participant ages were analyzed in 
terms of school age experiences and their impact on current music participation in 
adulthood.  Holmquist concluded that the motivation for the participants’ continued 
music participation in adulthood was influenced by positive musical experiences and 
encouragement during childhood.  The participants also valued their adult music making 
experiences as this generated “a sense of community” (Holmquist, 1995, p. 151) and 
integrated music making in their adult lives.  The notable finding Holmquist presented 
focused on the influence of childhood musical experiences on music making in 
adulthood.  Issues of connection and relevance between school music experiences and 
lifelong participation in music making link this study with further exploration of adult 
music making experiences. 
The examination of a community band organization was the focus Paterno (2010) 
explored in documenting the history the Hanover Wind Symphony from Whippany, New 
Jersey.  Paterno noted that the historical record of this ensemble was intended to facilitate 
the inclusion of the Hanover Wind Symphony in the ongoing documentation of the 
community bands in the United States.  In addition to the historical record of the band, 
Paterno surveyed current and past members of the ensemble to understand reasons why 
participants chose to join the ensemble, continue their participation, or to leave the band.  
Results of the study identified that while participants joined the ensemble for musical 
reasons, 87% of the band members continued to participate because of the social 
connections and relationships formed within the ensemble.  Of the findings presented, the 
identification of social and relational issues as meaningful aspects for participation in the 
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ensemble provides a notable issue in the continued examination of the varied meanings 
adults’ identify about their music making experiences.  
In a study of two New Jersey community bands, Shansky (2009) documented the 
histories of the Franklin and Waldwick bands and also examined the music education 
roles each band played within their communities.  Shansky noted that while the functions 
of each band were similar, their histories were uniquely situated within the social and 
cultural context of their respective communities.  Shansky highlighted that members of 
these bands ranged from school-aged children through adults and how the opportunity for 
lifetime participation in music was an important benefit and function of these bands.  
Based on interviews with band members, Shansky concluded that participation in the 
bands allowed for the continuation of musical skills developed in school music programs.  
An important conclusion Shansky (2009) draws is that the longevity of community bands 
demonstrates a “crucial component in the musical lives of participating adults” (p. 331).  
Shansky’s conclusion highlights the opportunity for lifelong music making provided to 
the members of these community bands to be active in music making throughout their 
lifespan.   
In an ethnographic case study of six adult amateur musicians, Waldron and 
Veblen (2009) focused on issues connected to adult music learning.  The researchers 
focused the study questions on the attitudes, beliefs, and perceptions of the participants 
regarding traditional Irish / Celtic music, characteristics of learning in an informal setting, 
and implications for lifelong music learning and formal music education.  From the 
analysis of the data, Waldron and Veblen identified the following themes:  initial 
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motivation for learning Celtic music, importance of Irish/Celtic summer schools, the 
significance of home grown community, session learning, transitioning to aural learning, 
self-teaching strategies, serious fun, and the attraction of improvisation in Celtic music.  
Notably, in the discussion of the session learning theme, Waldron and Veblen described 
how the participants valued the social aspect or community nature of their music making 
experiences.  Waldron and Veblen (2009) noted that “the value they placed on being part 
of a social network of like-minded people-but additionally, all six participants discussed 
how playing in sessions contributed to their learning” (p. 66).  Interestingly, Waldron and 
Veblen identified how the participants connected the social context of their music making 
experiences and music learning.   
 The nature of the adult music making experiences of the participants in this study 
is not an extension of school ensembles (e.g., community bands); however, Waldron and 
Veblen (2009) offer a possible connection for music educators to consider regarding 
formal music education and the relevance of music in the lives of adults.  Waldron and 
Veblen (2009) concluded that all six participants in the study were excellent 
representatives of lifelong music learning and that the results of their study suggest that 
“implementing informal music practices and different musical genres in school 
curriculums could be one way towards placing music education on a path of relevance in 
the lives of future adults” (p. 72).  Waldron and Veblen also recommended that since the 
motivations of the participants to pursue Irish music was not connected to formal 
schooling, their motivations and desires should be examined.  The findings Waldron and 
Veblen present regarding the significance of the social context for music making and the 
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importance that aspect of the experience was in the lives of the participants’ warrants 
continued examination of the role music making can have in the lives of adults who are 
active in music making experiences. 
Various Roles and Differing Meanings Senior Adults Experience  
An examination of the perceived benefits older adults’ experience from 
participation in music making was the focus of Coffman’s (2009) large-scale survey of 
New Horizons International Music Association (NHIMA) musicians in the United States 
and Canada.  The purpose of the study was to ascertain musical backgrounds of NHIMA 
members, examine the perceived benefits of participation in NHIMA ensembles, and 
document the health of NHIMA participants in comparison to non-musicians.  In addition 
to compiling a demographic profile of NHIMA participants, Coffman articulated a more 
revealing profile of the musical, personal, and social categories that describe the nature of 
the participant experiences.  Coffman reported NHIMA participants expressed a sense of 
emotional and physical wellbeing, cognitive stimulation and socialization benefits as a 
result of their music making participation in an NHIMA group.  Coffman’s findings 
highlight issues related to the quality of life for the senior adult participants and provide a 
framework for a continued examination of the perceptions of adults from across the 
lifespan regarding music making in adulthood. 
The type and level of social support experienced through participation in a 
community band was the central focus Coffman and Adamek (2001) examined in their 
survey of retired adult members of a volunteer concert band.  The 33 participants in the 
study were members of the Iowa City New Horizons Band program ranging in ages from 
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55 to 88 and varied in the number of years of experience with the ensemble.  Coffman 
and Adamek (2001) used six items from the Norbeck Social Support Questionnaire in 
order to measure “multiple dimensions of social support in a manner similar to interview 
formats” (p. 29).   
Coffman and Adamek (2001) focused on two research questions.  The first 
question examined to what extent the participants identify other band members as part of 
their social network.  The findings indicated that a slight majority of the participants 
included other New Horizons Band members in their social networks, “indicating a form 
of reciprocity, or mutual ‘give-and-take’” (p. 37).  The second question detailed the 
nature of those interactions.  The participants’ comments were nearly unanimously 
positive regarding their social interactions with the other members of the ensemble.  
Coffman and Adamek (2001) noted that “bonding relationships and a strong sense of 
community (belongingness) were clearly evident.  A sense of interdependence, both 
musically and socially, was often expressed” (p. 37).  Coffman and Adamek (2001) also 
commented that one of the most interesting aspects of their findings dealt with the 
importance of small groups to the band members.  The band members associated with the 
small group ensembles that are formed from within the band acknowledged a strong 
support network with the other members of their small groups.  A notable finding in 
Coffman and Adamek’s study centers on the strong social connections the participants 
identified as an aspect of participation in the band.  The relational connections established 
through participation in the band highlight the role music making had in the lives of the 




Dabback (2008) examined the nature of music participation in regard to identity 
construction and revision by senior adults active in the Rochester New Horizons 
program.  The study explored how participation in the New Horizons program provided a 
path for identity construction and revision for the senior adult members engaged in music 
participation.  Dabback considered Erikson’s (1970) psychosocial theory as a lens 
through which to examine the nature of identity construction in relationship to music 
participation.  Dabback noted Erikson’s psychosocial theory was relevant for this study 
as it suggests that a crisis in identity marks the transition into older adulthood.  In the 
study results, Dabback (2008) suggested that participants transitioning into Erikson’s 
eighth stage of life, older adulthood, faced a crisis of identity and music participation in 
the New Horizons program offered opportunities for identity analysis and exploration in 
this transitional time period (p. 270).  
 In addition, Dabback (2008) also examined the social experiences of the senior 
adults in the New Horizons program in the context of Erikson’s (1970) psychosocial 
theory.  Erikson’s (1970) psychosocial theory suggests that an association between the 
individual and the social world is essential for identity formation.  Within the study, 
Dabback examined the context of the social aspects of music participation in the New 
Horizons program in relationship to adult roles and identities for the senior adult 
participants.  Dabback (2008) reported that through music participation in the large 
ensemble experiences of the New Horizons program, study participant identities 
developed from and were “shaped by the social interactions among members in the 
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ensemble settings” (p. 270).  Dabback’s study is significant in that it explores the role of 
music participation in the lives of adults in the later stages of adult development.  The 
findings of the study identify the role music making experiences have within aspects of 
an adults’ developmental framework and facilitates further examination of adults from 
various age ranges. 
In an examination of the needs, preferences, abilities, and role of music in the 
lives adult singers, Darrough (1990) surveyed over 400 older adult singers in nine 
retirement community choruses.  Survey categories included: prior experiences in music; 
recreational, social, and musical preferences; attitudes toward choral music experience; 
basic demographic data; and the organizational structure of the chorus.  Darrough (1990) 
concluded that the music making experiences of the participants was considered a 
“lifetime endeavor and viewed their involvement in choral music a multi-faceted one” (p. 
83) integrated in their social and recreational activities.  Darrough’s finding that the 
integration of music making in the lives of the adult participants was a lifelong 
experience with varied contexts provides a framework for continued examination of adult 
music making experiences.  
Douglas (2011) examined the extent to which the psychological needs of 
autonomy, competence, and relatedness in senior adults were satisfied through 
participation in NHIMA ensembles.  The study also sought to identify variables that 
influence the satisfaction of the three psychological needs examined in the study.  
Douglas determined that the psychological needs of the study participants were to a 
certain extent being satisfied through participation in NHIMA ensembles.  However, past 
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experiences and individual perceptions regarding personal abilities were also contributing 
factors to the satisfaction of psychological needs.  Douglas noted that the participants’ 
perceptions of well-being and benefits from music participation seemed to be influenced 
by general life circumstances.  Douglas (2011) suggested, “there are unidentified 
variables that satisfy persons’ psychological needs as associated with music 
participation” (p. 185).  While Douglas noted that senior adults who actively participated 
in an NHIMA ensemble found their musical experiences to be a positive part of their 
lives, the role and context of music participation in the lives of adults is an issue for 
further exploration. 
In an investigation of the needs and musical interests of New Horizons band 
members, Griffith (2006) examined the relationship between personality traits and 
musical interests of adult band members.  Through a survey of 127 respondents from 18 
states and one Canadian province, Griffith reported demographic data that survey 
respondents were predominantly female, married and an average age of 61.05.  The 
International Personality Item Pool representation of the NEO-PI-RTM (IPIP-NE) 
personality profile was used to investigate relationships between musical performance 
preference, musical interests, importance of lifelong learning, and rehearsal activity 
performance.  Griffith’s conclusions focused on issues of planning and implementation of 
music making experiences for older adults.  Specific issues of rehearsal activities, 
learning preferences, and physical changes were identified when considering music 
making experiences for older adults.  These issues addressed experiential considerations 
that influenced the role and meaning older adults experience when performing music and 
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provide a context for further analysis of community ensemble experiences. 
In a study that examined senior adult music participation, Tsugawa (2009) 
investigated music learning, motivations, and meaning construction of the senior adult 
participants in two NHIMA ensembles.  Using a multiple case study design, Tsugawa 
identified three themes that illustrated and defined the musical and social culture of these 
two organizations: members’ preferred attributes of conductor-teacher effectiveness, the 
impact of the sonic qualities of a large ensemble on individual members, and individual 
members’ personal encounters with music making, alone and in a group, and the 
phenomena affecting those experiences.  
Tsugawa (2009) noted that the findings from the study illustrated three themes of 
meaning construction and sense making.  The first theme was that “members 
simultaneously embraced music and music learning as a means to enhance the time they 
have remaining,” the second theme was that “members focused upon music making as a 
learning process rather than an objective,” and the third theme was that “amidst the 
challenges of aging and adult role and identity changes, members used music making and 
participation to regain a sense of control over their lives” (Tsugawa, 2009, pp. 166-167).  
While the study focused attention on the music learning experiences of adults, Tsugawa’s 
conclusion that participation in music making was a factor in how the participants 
negotiated their senior adult roles and identities is a significant finding in this study.  
Tsugawa (2009) noted that “senior adult musicians recognize their cumulative life 
experiences as significant factors in their musical learning and participation” (p. 183).  
The senior adults in the study recognized that their life experiences and age contributed to 
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their ability to find purpose and meaning in music learning and their interest in the 
journey of music participation rather than the final musical product.  Tsugawa’s findings 
about the role music making had in the lives of the senior adult participants provides yet 
another framework for further examination of the role of music making in the lives of 
adults from across the lifespan. 
Adulthood Roles and Developmental Tasks 
The concept of adulthood can be understood through the consideration of an 
individual’s negotiation of social roles and developmental tasks associated with aging 
and the development of personal goals and meaning in life (Newman & Newman, 2015, 
p. 478).  For this study, adulthood was understood through these concepts in context to an 
individual’s lived experiences beyond elementary and secondary school.  Newman and 
Newman (2015) identify social roles (Brim, 1966; Biddle & Thomas, 1966) as “one of 
the concepts most frequently used for understanding adulthood” (p. 429).  In order to 
examine adulthood roles, the following summary of Erikson’s (1963) psychosocial theory 
provides a framework for the discussion of music making and the roles adults engage in 
throughout their lifespan.   
Psychosocial Theory 
Erikson’s (1963) psychosocial theory placed a focus on the development of ego 
identity throughout eight stages of psychosocial development.  Each developmental stage 
is marked by an individual’s competence in an area of life.  Developmental stages are 
characterized by a crisis or conflict that is focused on a particular issue.  The manner in 
which the developmental crisis is managed within each stage offers the individual either a 
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sense of mastery or inadequacy.  The eight stages of Erikson’s theory are basic trust vs. 
mistrust; autonomy vs. shame, doubt; initiative vs. guilt; industry vs. inferiority; identity 
vs. role confusion; intimacy vs. isolation; generativity vs. stagnation; and ego integrity vs. 
despair (Erikson, 1963; Erikson & Erikson, 1997).  Each of the eight stages identifies the 
main psychosocial ego conflict that Erikson linked with a period of life (see Table 1). 
Table 1: Erickson’s model of psychosocial development (Erikson & Erikson, 1997, pp. 56-57). 
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Erikson did not specifically outline an age range for each of the developmental 
stages; however, the final three stages describe adult developmental stages.  The three 
stages associated with adulthood are intimacy vs. isolation (young adulthood), 
generativity vs. stagnation (adulthood stage), and ego integrity vs. despair (maturity 
stage) (Erikson, 1963).  In the intimacy vs. isolation phase, Erikson proposed that the 
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crisis young adults face revolves around the need to form intimate and loving 
relationships with other people.  The adulthood stage of generativity vs. stagnation 
centers on the need to create and nurture things, such as children that will outlast them.  
In the maturity adult stage of ego vs. integrity, older adults encounter the crisis of looking 
back on their lives and determining a sense of fulfillment.   
While Erikson’s work focused extensively on childhood and adolescent 
development, the final three stages of the theory are focused on adult identity 
development (Sokol, 2009) and Erikson did consider identity development as an ongoing 
and evolving process throughout adulthood (Hoare, 2002).  Newman and Newman 
(2015) suggested that Erikson’s psychosocial stages are incomplete in so much that as 
culture evolves, so then new stages of development should be expected to develop (p. 
68).  Newman and Newman proposed 11 stages of psychosocial development: prenatal, 
infancy, toddlerhood, early school age, middle childhood, early adolescence, later 
adolescence, early adulthood, middle adulthood, later adulthood, and elderhood.  The 
additional development stages included by Newman and Newman expand upon Erikson’s 
(1963, 1997) developmental stage chart.  The developmental stages of infancy to birth, 
later adolescence, and elderhood reflect Newman and Newman’s expansion of the 
psychosocial stages proposed by Erikson.    
Newman and Newman (2015) point out that within adult developmental stages, 
social roles (Brim, 1966; Biddle & Thomas, 1966) are “one of the concepts most 
frequently used for understanding adulthood” (Newman & Newman, 2015, p. 429).  
Social role theory outlines the manner in which an individual’s participation in 
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increasingly complex social roles is achieved through socialization and personality 
development (Brim, 1966; Parsons & Bales, 1955).  Role theory uses the term ‘role’ as a 
theatrical metaphor to emphasize the ‘parts’ an individual engages in, similar to the 
manner in which actors perform roles on stage (Biddle, 1968).  Social roles are described 
as any set of behaviors individuals engage in with socially accepted norms and functions 
(Biddle & Thomas, 1966) and serve as a bridge to society.  Every society has a spectrum 
of roles, and as individuals enter new roles throughout their lifetime, they modify their 
behavior to adjust to the expectations of their roles.  The socialization process internalizes 
expectations that individuals associate with their many life roles.  This process occurs 
with respect to socially constructed roles associated with age, occupation, kinship, and 
gender (Newman & Newman, 2015).   
Newman and Newman (2015) described adulthood as stages in life when adults 
“assume multiple roles that expand their opportunities for self-expression and bring them 
into contact with a great variety of social demands.  Adulthood can be seen as a series of 
increasingly differentiated and complex roles that the individual plays for substantial 
lengths of time” (p. 429).  Examples of the salient roles adults assume can include 
spouse, worker, friend, parent, teacher, or mentor and that these roles give structure to 
adult identity and meaning to life (Newman & Newman, 2015, p. 429).   
In early adulthood, Newman and Newman (2015) explained that adults in this 
stage of life can experience competition within their assumed roles.  The roles adults 
negotiate in early adulthood are associated with marriage, parenting, and careers.  The 
developmental tasks that adults negotiate the roles of early adulthood are exploring 
  
57 
intimate relationships, childbearing, work, and lifestyle (Newman & Newman, 2015).   
Middle adulthood is characterized as the stage in life when the roles associated 
with raising children, household management, and career development are encountered.  
Adults encounter the developmental tasks of managing a career, nurturing an intimate 
relationship, expanding caring relationships, and managing a household in middle 
adulthood (Newman & Newman, 2015).  Psychosocial theory indicated that adults 
engage in a reorganization of personality in middle adulthood that “focuses on the 
achievement of a sense of generativity – a concern about the well-being of future 
generations” (Newman & Newman, 2015, p. 482).  A concern for society is considered as 
individual and societal developments are woven within adults widening circle of 
relationships and responsibilities of care and concern for others (Newman & Newman, 
2015).   
 Later adulthood is the developmental stage of life when adults’ direct energy to 
the acquisition of new roles and activities.  Newman and Newman (2015) identify the 
developmental tasks adults may encounter in later adulthood as accepting one’s life, 
promoting intellectual vigor, redirecting energy to new roles and activities, and 
developing a point of view about death.  Individuals seek a balance between past, present 
and future roles when accepting and reviewing one’s personal history.  As the roles of 
parent and worker lessen, adults expend considerable psychological energy “to find new 
sources of personal meaning and a new pattern to life (Newman & Newman, 2015, p. 
529).   
The developmental stage of elderhood is an expansion Newman and Newman 
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(2015) propose of Erikson’s (1963) psychosocial theory.  Elderhood is the developmental 
stage of life in which adults assume a long range perspective on their life and its 
meaning.  In elderhood, adults face the developmental tasks of coping with physical 
changes, developing a psychohistorical perspective, and traveling uncharted territory of 
new life structures.  The concept of time changes for adults as they reflect upon the 
natural flow of events in relationship to their lifespan perspective (Newman & Newman, 
2015).   
Newman and Newman (2015) are in strong agreement with Erikson (1963) as an 
explanation and clarification of the roles and developmental tasks individuals encounter 
throughout adulthood.  The use of a psychosocial adult development theory (Erikson, 
1963; Newman & Newman, 2015) as an analytical lens enables a varied and 
contextualized perspective on music making within the participant’s adulthood roles.  As 
adult developmental tasks and roles (Erikson, 1963; Newman & Newman, 2015) change 
throughout an individual’s lifetime, examining music making within those roles can 
afford a deeper understanding of lifelong participation in music.   
Summary 
The literature I reviewed in this chapter highlighted research that examined adult 
participation in music making experiences, related topics associated with lifelong music 
making, and psychosocial theory that detailed adulthood roles and developmental tasks.  
In addition, literature I reviewed that examined adult music making and school music 
further expands my ability to contextualize this study in that body of literature.  This 
review provides the opportunity to situate this research project in a body of literature that 
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In this chapter, I will first justify and then explain why a multiple case study 
approach was appropriate to examine the lived experiences of adult community band 
members.  I will then provide an overview of the research procedures used for the 
recruitment of participants, data collection, and data analysis.  In addition, I will also 
discuss issues related to my role and perspective as the researcher.  
Multiple Case Study 
 Stake (2006) pointed out that in a multiple case study, the phenomenon is 
identified and the “cases are opportunities to study it” (p. 24).  Therefore, in order to 
better understand how music making might serve various roles and hold differing 
meanings for adult community band members across their lifespan, I conducted a 
multiple case study (Stake, 1995; Stake, 2006) of selected adult community band 
members from the southeast Nebraska region.  Each adult community band member was 
viewed as an intrinsic case (Stake, 1995, p. 3) as the purpose of studying each case was 
not only to understand the particulars of how music making had played varying roles or 
changing meanings for that individual during their adulthood up until the time of the 
study, but to also better understand each case in order to make comparisons with 
individuals at differing stages of adulthood; the purpose being to better understand how 
the roles and meanings of music engagement might vary or change over the adult 
lifespan.   
 The following research questions were used to frame this study: 
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1. What are the lived experiences of selected adult community band members of 
southeast Nebraska? 
2. How do these adults place playing in a community band within their adulthood 
roles? 
3. What meaning do these adults derive from their participation in a community 
band? 
4. By comparing the lived experiences of adults at differing stages of adulthood and 
with different roles in adult life, what might we better understand about how the 
meanings of music engagement might vary or change over time? 
The first three questions served to guide the inquiry into each participant’s lived 
experiences as a community band member, while the fourth question guided the cross-
case analysis.  
Participant Recruitment 
To identify appropriate persons to serve as instrumental cases, I first considered 
criteria for determining the community band from which to select participants. 
The following guidelines were identified: 
1.  The community band has maintained an active rehearsal and performance 
schedule for the past five years. 
2.  The community band has active members from across the full range of the 
adult lifespan. 
Using these criteria, three possible regional community bands in southeast 
Nebraska were identified based on the band’s website information regarding active 
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rehearsal and performance schedules.  I contacted individuals (gatekeepers) serving in 
leadership roles (e.g., band president, band director, or community leader) of each of 
these regional community bands via email to explain the scope and purpose of this study 
and to inquire about the feasibility of recruiting participants from these bands.  
Only one of the directors of the three community bands contacted responded to 
my request to participate in this study.  The band director served as the gatekeeper 
between the governing board and members of the community band in relaying the request 
for access to the ensemble members.  In subsequent email conversations with the band 
director, I explained the purpose of the study.  The director then shared this information 
with the governing board and band members.  The band director confirmed that the 
ensemble and its members met the selection guidelines and that the governing board, 
band director, and band members had agreed to allow me access to the site for participant 
recruitment for this study.  
Issues of trust and credibility throughout the recruitment process (Creswell, 2007) 
were important in establishing a rapport with the band director.  My goal was to provide 
the band director with a sense of trust that the purpose of the study was a significant topic 
for music education and that the community band’s participation in the study would be a 
meaningful addition to the growing body of research on adult amateur musicians.  
Throughout my contacts with the band director, I was deliberate with timely responses to 
questions and provided detailed information about the scope and purpose of the study.  I 
consistently shared my enthusiasm for this research project and a strong sense of 
appreciation to the band director for his time and efforts in assisting with this project.  
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The band director was responsive to this approach and consistently helpful to me 
throughout the recruitment process. 
The community band that agreed to allow recruitment of participants had been in 
existence for approximately twenty years at the time of the study.  The ensemble started 
in collaboration with a local community arts organization and had maintained an active 
rehearsal and performance schedule since its inception.  The band had approximately 
forty members and had a performance season that ran from February until early 
December each year. 
Participant recruitment and selection.  To facilitate an opportunity for intensive 
study, Stake (2006) recommended the use of a purposive strategy in the identification of 
participants in a multiple case study.  Following Stake’s (2006) recommendation, the 
identification of criteria deliberately linked with the purpose of the study was paramount 
so as to afford a concentrated exploration of the lived experiences of adult community 
band members from across the lifespan.  For this study, two criteria were created for the 
identification of participants.  The first criteria established was that individual adult 
participants are actively involved in music making in a community band.  The second 
criteria developed was that the participants vary in ages across the lifespan of adulthood, 
in order to approximate music making across the lifespan of adults.  To accomplish this 
study, I implemented a multiple case study to examine the individual cases and the 
opportunity to view the cases as a whole.   
Stake (2006) suggested that a multiple case study between four and fifteen cases 
can provide enough interactivity between cases without overwhelming the researcher and 
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readers with too much complexity (p. 22).  In order to provide participant perspectives 
from across the lifespan of adults, four age ranges based on adult developmental stages 
(Newman & Newman, 2015) were identified.  Using the four age ranges, an ideal sample 
size of eight cases, two from each of four age ranges, was identified for this study.  My 
goal was to provide enough interactivity between cases without overwhelming myself 
and readers with so much uniqueness of interactivity that the phenomenon was too 
complex to comprehend.   
Understanding the lived experiences of community band members was dependent 
upon a well-chosen selection of the cases (Creswell, 2007).  Stake (2006) indicated that a 
“multicase study starts with recognizing what concept of ideas binds the cases together” 
(p. 23).  For this study, individual participant selection was connected to current 
participation in the same ensemble by the adult community band members as well as a 
period of extended engagement in the community band by the participants. 
The following list summarizes the criteria used for participant selection: 
1. All the participants were currently an active member of the community band. 
2. All the participants had a minimum of two years of active participation in the 
community band. 
3. All the participants were at least 24 years old or older. 
In consultation with the community band director, I was invited to attend one of 
the regularly scheduled band rehearsals.  At that rehearsal, the purpose of the study was 
explained, and that I intended to conduct interviews with willing band members.  I 
distributed interest response forms as well as self-addressed stamped envelopes to the 19 
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band members who expressed interest in the study.  A total of 17 response forms were 
received in the mail from the potential participants.  In order to obtain a sampling of 
participants from across the adult lifespan, I grouped these participants into four age 
ranges: 24 to 34 years old, 35 to 60 years old, 61 to 75 years old, 76 and older (Newman 
& Newman, 2015).  A random sampling strategy (Cohen & Crabtree, 2006) was used to 
identify up to two participants from each of the adult age ranges.  In the age groupings of 
35 to 60 years old, 61 to 75 years old, and 76 years old and older, two participants from 
each age range through a random sampling strategy were identified.  However, only one 
potential participant fit into the 24 to 34 years old age bracket.  A total of seven potential 
participants were contacted, and all agreed to participate in the study.   
Data Collection  
In a case study, the researcher seeks rich data that can draw out thoughts, feelings, 
and experiences from each participant (or case).  Stake (1995) explained that “qualitative 
researchers take pride in discovering and portraying the multiple views of the case.  The 
interview is the main road to multiple realities” (p. 64).  And, while the purpose is driven 
by the research questions, the aim of the interview, or conversation, is to allow 
participants to share their stories and experiences.  One-on-one interviews were well 
suited for this kind of conversation as they were manageable, allowed for rapport to 
develop, and let participants reflect and speak their narrative (Lichtman, 2010).  The 
process of interviewing is an opportunity to listen to others speak in their own words 
about what they think and feel (Lichtman, 2010).  As qualitative interviews are 
challenging, Lichtman (2010) suggests that the interviewer consider both the strategies of 
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how to ask questions and the type of questions to ask as a framework for the interview 
process.   
In preparation for conducting each semi-structured interview, I addressed issues 
related to the implementation of each interview.  Interview question sheets with wide 
margins were created for noting participant responses and taking field notes.  I also 
practiced with the recording device to ensure ease of operation during the interview.  
Lichtman (2010) noted that in-depth interviewing is a process that “begins with 
developing rapport and getting the participant to trust you and to open up to you” (p. 
102).  In preparation to build a rapport with each participant, I generated a list of possible 
topics for introductory conversation starters and noted reminders for myself to reflect a 
positive and inquisitive manner throughout the interview to facilitate a sense of trust with 
each participant. 
To facilitate the flow of each interview, an interview schedule was created so I 
would cover all the necessary elements of the interview, but yet have enough flexibility 
to allow each interview to develop as needed.  Follow-up questions for each of the 
interview questions were also created to pick up on keywords and phrases from each 
participant in order to ask for more detail and information.  The follow-up questions were 
listed on my interview question sheets.   
I scheduled one-on-one interviews with the seven participants at mutually agreed 
upon locations that were meant to protect the privacy and confidentiality of each 
participant.  At the beginning of each interview, I explained to each participant the 
elements of the Informed Consent Form (See Appendix B) and gave them as much time 
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as needed to read and review the material.  Each participant signed the informed consent 
form (see appendix) and was offered a copy for their records prior to the start of the 
interview.  Each interview lasted between 60 to 90 minutes and was recorded using a 
Tascam DR-07 digital audio recorder.  The interview recordings and backup copies were 
stored on a password-protected computer and digital storage drive which was secured in a 
locked filing cabinet.  I also took field notes at each interview as a reference to support 
the recorded interviews.    
I used Transcribe transcription software to create verbatim transcripts of each 
interview and numbered each line with wide left and right margins boxes to prepare for 
data coding.  Digital copies of the transcripts were also stored on a password-protected 
computer and an external digital storage drive.  All the digital and printed copies of the 
transcripts were stored in a locked file cabinet located in a locked office.  Field notes 
were stored in the same physical location as all of the other research data.  
Data Analysis  
 Stake (1995) noted that ‘there is no particular moment when data analysis begins” 
(p. 71), but rather that “analysis is a matter of giving meanings to first impressions as 
well as to final compilations” (Stake, 1995, p. 71).  Therefore, I used a continual process 
of analysis that Stake (1995) references for the analysis process for this study.  In order to 
guide the analysis process, both direct interpretation and categorical interpretation 
methods were used throughout the study.  Stake (1995) identified that researchers “reach 
new meanings about cases through direct interpretation of the individual instance and 
through aggregation of instances until something can be said about them as a class” (p. 
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74).  Throughout the analysis process, I concentrated on instances in each case in order to 
“pull it apart and put it back together again more meaningfully – analysis and synthesis in 
direct interpretation” (Stake, 1995, p. 75).   
To examine the collection of instances in each case, I sought an aggregate of 
instances, to let issue-relevant meanings develop in categorical interpretation (Stake, 
1995).  Interview transcripts and field notes were read and reflected upon in order to 
identify issues and topics within each case.  Each case was handled independently so as 
to allow the individuality of issues and topics to become central to the identification of 
significant meanings.  To ensure that everything of interest from each case was identified, 
a line by line analysis was conducted of each interview transcript to identify issues and 
topics.  Stake (1995) identified that the “search for meaning often is a search for patterns” 
(p. 78).  In the search for patterns in both categorical aggregation and direct interpretation 
of each case, my goal was to analyze each case in order to understand behaviors, issues, 
and contexts (Stake, 1995).  To facilitate the identification of patterns of interest, a chart 
of coded categories was created for each case to aid in the illustration of significant 
topics.  The coded categories were then grouped and synthesized.  Through this process, 
the themes for each individual case were developed.  
Within the analytic process for each case, I isolated each case and took time for 
reflection and journaling in order to arrive at themes that went beyond first impressions 
and simple meanings and focused on the case at hand.  To facilitate the understanding of 
each case, a case report worksheet was created for each case that listed each theme, the 
prominence of the theme within the case, the utility of the theme in relationship to the 
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case, and the findings identified for the case.   
 Stake (2006) describes one of the purposes of the multiple case study as a way to 
“illuminate some of the many contexts” (p. 12) of the cases in the study.  Stake (2006) 
also asserts that attention should be given to “the local situations and attention to the 
program or phenomenon as a whole content with each other for emphasis” (p. 46).  
Attention to the contexts with each case in relationship to the whole was paramount in 
order to come to an understanding of the lived experiences of the adults in the community 
band.  A series of worksheets were created to facilitate an understanding of each 
individual case in context with the multiple case study. 
The first step was the creation of a worksheet to rate the expected utility of each 
case in relation to the study.  The case report that was created for each individual case 
served as the launching point for this worksheet.  Themes from each of the individual 
cases were entered into individual rows on the worksheet and ranked as high, middle or 
low utility.  Each of the individual cases was listed in a column, and the rankings of the 
expected utility of each theme in context to each of the individual cases were entered into 
the column for each case.  Stake notes that this step is very important and should be 
“repeated with fresh thinking later on” (Stake, 2006, p. 49) for continued analysis to 
identify useful findings from each case.  This process was revisited a second time to 
facilitate a continued reflection throughout the analysis.   
The next step involved shifting attention toward creating a matrix for generating 
theme based assertions regarding the multiple case study.  Using the findings listed on 
each of the individual case report analysis sheets, a document was developed to identify 
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which findings fed into which themes.  The findings for each case were entered into 
individual rows on the worksheet and themes associated with the multiple case study 
were listed in the columns.  Each of the findings was ranked as high, medium or low in 
context to the utility of the findings.  Prominence of the findings from all the cases were 
identified in relationship to the multiple case themes.  These findings were vital to the 
overall assertions as key illustrative components of the analysis.  
The analysis of the theme based assertions matrix generated and identified high-
importance findings for each theme.  The matrix clarified and facilitated the organization 
of the vital findings from each of the individual cases in context to the multiple case 
themes.  Throughout this analysis process, attention was given to what Stake (2006) 
noted as a continuation to “remember the situationality of the Case through its Findings” 
(p. 58).  In reflection on the findings identified in the matrix, tentative assertions were 
created and entered into a multiple case assertions worksheet.  The tentative assertions 
were connected with related themes and transcript quotes to provide a line of 
understanding that links the analysis of the lived experiences of the community band 
members.  A continued effort to examine the quality of the evidence supporting the 
assertions to create a “compelling persuasion” (Stake, 2006, p. 75) was foremost in the 
review process of moving tentative assertions to final assertions.   
As a result of the review of tentative assertions, two final assertions were created 
to guide the writing of the analysis of the multiple case study of the lived experiences of 
the adult community band members.  Throughout the writing process, a reflection on 
portraying the individuality of each case in context to the multiple case analysis was the 
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consistent guiding process.  A repetition of movement between the final assertions, the 
supporting evidence identified and time to step back and reexamine the transcript data 
was a constant pattern throughout the final writing of the analysis.    
Role of the researcher.  Stake (1995) identified that case study researchers make 
continuous decisions about the amount of emphasis they direct toward roles that may 
include teacher, advocate, evaluator, biographer, and interpreter (p. 91).  The conscious 
and unconscious decisions that each researcher highlights regarding their roles are 
dependent upon the emphasis given to each role (Stake, 1995).  As a method of 
understanding and acknowledging decisions regarding my role as a researcher during the 
study, I kept a journal of my notes and personal reflections during the analysis of each 
case, as well as the multiple case analysis.  Insights regarding my role as the researcher 
are acknowledged within the analysis and discussion sections of the study. 
Stake (1995) identified that the role of “interpreter and gatherer of interpretations 
is central” (p. 99) to the qualitative researcher.  The aim of the case study researcher is to 
construct a clearer reality through clarifying descriptions and sophisticated interpretations 
(Stake, 1995).  Following a constructivist view of knowledge, “providing readers with 
good raw material” (Stake, 1995, p. 102) with an emphasis on thick descriptions of the 
places, events, and people in each case, allows the case researcher to use lots of narrative 
descriptions in the study.  In the following chapter, I took this perspective in presenting 
the descriptions and interpretations of each case. 
Validation.  In establishing criteria for evaluating qualitative research, Stake 
(1995) noted that “researchers recognize the need not only for being accurate in 
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measuring things but logical in interpreting the meaning of those measurements” (p. 108).  
In addition, Yardley (2000) asserted that qualitative research needs to be “legitimated by 
criteria which are meaningful to those people for whose benefit the research was 
intended” (p. 219).  In identifying criteria that is both logical and meaningful, the 
recommendation Stake (1995) asserted of triangulation as a method to “gain the needed 
confirmation, to increase credence to the interpretation, [and] to demonstrate 
commonality of an assertion” (p. 112) was used for evaluating the validity and quality of 
this multiple case study.  In order gain the confirmation and credence needed, I engaged 
an independent auditor to review the data collection and analysis and conducted member 
checks of the participant transcripts as triangulation procedures.  
Independent auditor.  The engagement of an independent auditor to review the 
study procedures was crucial to the triangulation procedures to address what Stake (1995) 
described as having others “take a look at the same scene or phenomenon” (p. 113).  As 
the analysis process unfolded through the creation of the coded categories and case 
reports for each of the individual cases, I shared my analysis with the independent 
auditor, Dr. Jeffrey Blersch, for review and comments.  As an independent auditor, Dr. 
Blersch’s background with adult musicians, community ensembles, and school band 
programs provided a necessary referential framework to assist with this study.  Each 
individual case was presented to the independent auditor separately for review so as not 
to overwhelm or confuse the auditor throughout the review process.  Dr. Blersch 
commented that the development of the themes “depicted an accurate illustration of each 
participants’ experiences as understood through their interview transcripts.”  The review 
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from the independent auditor revealed a strong and positive consensus with my direct and 
categorical interpretations of the themes and findings for each individual case.  This 
process was very valuable in clarifying the individual themes in each case and the 
prominence of those themes within each case.   
 Stake (2006) noted that triangulation for a multiple case study functions in the 
same manner as with a single case in order to “assure that we have the picture as clear 
and suitably meaning as we can get it, relatively free from our own biases, and not likely 
to mislead the reader greatly” (p. 77).  The picture for this multiple case study needed to 
result from “assertions that are rooted in the Case Findings” (Stake, 2006, p. 77).  The 
engagement of the independent auditor was a vital process to validate the assertions of 
the multiple case analysis.  The matrix of themes created from the individual cases, along 
with the tentative assertions worksheet was shared with the auditor for review.  The 
review process from the auditor provided me with an enhanced clarity that the tentative 
assertions were on target as significant elements for consideration in the final assertions.   
The analysis process of identifying the final assertions moved forward after the 
review of the matrix of themes, and tentative assertions was completed.  Once the final 
assertions were generated from the tentative assertions, I shared the final assertions 
worksheets with the auditor for review.  The auditor replied with reflections and 
comments that provided strong support for the final assertions and the supporting themes 
and transcripts quotes.  Stake (2006) commented that some triangulation “will be done 
while organizing and writing the final report” (p. 77).  Even with positive feedback from 
the auditor of the analysis process, I continued the triangulation through the organization 
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and writing of the final chapters by sharing these parts of the study with the auditor.  The 
auditor shared comments about Chapters 4 and 5 that assisted in clarifying the 
presentation of each case, the cross-case analysis and the discussion of each research 
question. 
Member checks.  Stake (1995) outlined that conducting member checks is the 
process of asking the participant “to review the material for accuracy and palatability” (p. 
115).  Each participant was contacted to offer them the opportunity to review the 
accuracy of the transcript from their interview, and each participant agreed to do so.  I 
mailed a copy of each participant’s individual transcript to their respective owner, and I 
received edited copies of all the transcripts back from each participant.  All edits received 
from each participant were corrected, and the accuracy of each transcript was 
reconfirmed with each participant.  Each participant gave positive affirmations regarding 
the accuracy of their transcripts. 
Summary 
In this chapter, I presented the research procedures used for the recruitment of 
participants, data collection, and data analysis for this multiple case study.  The seven 
participants recruited for this study were all active members of the same community band 
in Southeast Nebraska and ranged in ages from across the lifespan of adulthood.  Data 
was collected through semi-structured interviews with each participant, and direct 
interpretation and categorical interpretation methods were used throughout the analysis 
process of the data.  I addressed the issue of validation through a triangulation process 
that included an independent auditor and member checks. 
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In the following chapter, an analysis of the lived experiences of each adult 
community band member is presented so as to view each participant as an intrinsic case 
(Stake, 1995, p. 3).  In addition, an analysis between cases is presented that compares the 
individuals at differing stages of adulthood to better understand how the roles and 






 The first part of this chapter features a depiction each of the cases.  The aim of the 
individual case analysis was to illuminate personal and shared meanings, so I have 
presented the participant’s personal understandings of the value that resulted from their 
participation in band.  For the seven individuals, participation in the community band was 
perceived as a significant aspect of their lives and reflected individual priorities that are 
woven into their perceptions of adulthood.  At the end of the chapter, I present the cross-
case analysis which reveals patterns between cases.  The cross-case analysis revealed 
patterns between cases and highlighted themes of enjoyment and cognitive functions. 
Individual Case Analysis 
Elizabeth 
Elizabeth’s journey as an instrumentalist began when she started by playing the 
clarinet in 5th grade.  Elizabeth considered herself as primarily a clarinet player, however, 
she did have an interest in playing other instruments.  For Elizabeth, this really began in 
high school when “they [the high school band] didn’t have a tuba player one year, so I 
said okay, I’ll try.  And then, I branched into jazz band and I played the valve trombone 
and the slide trombone.”  Elizabeth has continued that willingness to learn new 
instruments as a member of the community band.  She has played percussion for the band 
when needed and was learning to play oboe because the community band director 
mentioned a need for the part to be played.  With these varied interests with performing 
different instruments, Elizabeth remarked, “you wonder why I’m not a music teacher or 
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something.”   
In high school, Elizabeth was an accomplished clarinet player, even selected to be 
an All-State band member.  Elizabeth wanted to continue playing her clarinet after high 
school and was awarded a music scholarship and played in the college band program for 
the first two years of her undergraduate studies.  Elizabeth remarked that she played in 
college for “two years, and I decided to switch my major and, when I switched my major 
I completely stopped playing my clarinet.”  However, when Elizabeth decided to change 
her major in college, her participation in music making changed drastically because the 
rigors of pharmacy school were too demanding.  She said, “so for about six years, I didn’t 
play the clarinet, and then I resumed once I got my pharmacy degree, and I was working 
in a steady job where I didn’t have to focus all my attention on studying.”   
Each participant was asked to describe how they came to play in the community 
band and Elizabeth shared that her sister-in-law was a member of the community band 
and “she asked me to try the community band with her, so we commute together.”  As 
Elizabeth considered playing her clarinet again, it was not without some reluctance 
regarding the performance expectations of the community band.  Elizabeth said, “I was 
kind of hesitant at first, cause I’m like, I haven’t played in six years.  How good do they 
play?”  As Elizabeth continued to reflect upon her community band experiences, she 
commented that one of the aspects of participating in the band that she found to be quite 
appealing was discovering how to perform without the need to feel like everything had to 
be perfect.  
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Since Elizabeth joined the community band, her family situation changed 
considerably with the birth of her first child.  Elizabeth noted that her new role as mother 
did interrupt her participation in the community band for a short period of time.  
However, Elizabeth reflected that she resumed participation as soon as she and her 
husband considered the logistics of working out their family schedule.  Interestingly, 
Elizabeth shared that even though her responsibilities to her family had increased, she 
still wanted to find the time to participate in the community band.  She said, “I just think 
if you’re committed to band or a love for it or a passion for it, it will come back.  I just 
love playing.”  For Elizabeth, participation in the community band has intersected in 
distinct ways with the adulthood roles related to her career and family life.  The themes 
that developed from the analysis of Elizabeth’s lived experiences in the community band 
are Balance of roles in life and Enjoyment from being in the band.  
Balance of roles in life.  When Elizabeth reflected on how participation in the 
community band was part of her life, the influence of her career and caring for a young 
family created a decision point as she negotiated and prioritized music making with other 
life roles.  Elizabeth characterized her participation in the community band as a balance 
between two important aspects of herself, a scientific side and a creative side.  Elizabeth 
stated, “I have more of a creative side, but with [my job] you are more scientific, I feel 
like I have like a duality, I love band and I’m kind of artsy, but I also have a scientific 
side to me too.”  Elizabeth described that her role as a musician balanced with her career 
in the medical field.  Elizabeth has a positive outlook regarding music making as an 
advantageous combination for the fulfillment of her personal needs.  The outlet for 
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Elizabeth’s ‘scientific’ side was realized in her professional medical career, however, it is 
apparent that music making offers a sense of completion and balance for her ‘creative’ 
side.   
That balance of two self-identified aspects of her personality continued when 
Elizabeth identified how playing in the band allowed her to “be not so perfect.”  The 
nature of her job in the medical field demands the utmost perfection.  Elizabeth noted that 
music making allowed her to be not so ‘perfect’ and contributes to a sense of balance.  In 
referencing her band experiences, Elizabeth said, “this is a different outlet.  So, I don’t 
have to be a perfectionist all the time, especially in band.  Yeah, I’d say this is a good 
outlet to being the opposite of what I have to be at work.”  Elizabeth’s statement holds a 
deliberate meaning of balance in her self-directed understanding of the significance that 
participation in the band brings to her adult life. 
During her interview, Elizabeth discussed that she had deliberately taken a break 
from music making during her undergraduate education to focus on her professional 
studies.  While Elizabeth’s conscious decision not to play her instrument appeared to her 
to be the correct or best decision at the time, her comments later in the interview reflected 
a broader understanding of the value she places on playing her instrument.  Elizabeth 
said, “And, I’ve learned that now I can still do band or [be] a part of the camaraderie even 
with an intense job or even with the family.  It doesn’t have to go away just because 
you’re out of high school.”  Her statement reflected the meaningful value placed on her 
participation in the community band as she has negotiated a balance with music, work, 
and family life.  I found Elizabeth’s awareness that music making experiences can extend 
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beyond school music ensembles very interesting as it reflected a personal understanding 
of lifelong participation in music. 
In addition to the balance of music making in relationship work, Elizabeth’s role 
as a wife and mother of a young child extended her negotiation of balancing participation 
in the community band with her family life.  Elizabeth expressed a prioritization of where 
music making falls within the schedule of her family life and responsibilities when she 
said, “it’s a commitment, it does influence my life, it’s not the center of my world, my 
family is.”  As Elizabeth continued to reflect on the role of music in her life, she stated: 
“it’s something that I would hate to give up.”  Elizabeth clearly stated that her family is 
her first priority, but participation in the community band also holds a significant 
meaning and priority in her life.  The balance of family, work, and music making is a 
negotiation that filtered its way into Elizabeth’s comments throughout her interview.  
Interestingly, Elizabeth recalled even that during her maternity leave she had a 
distinct curiosity about the musical and social aspects of the band.  She said, “You know, 
when I had my baby, I mean you took the time off.  But I was constantly asking, what are 
you guys doing?  How’s it going?”  After the birth of her daughter, Elizabeth articulated 
her deliberate decision to play in the band when she stated that it “was kind of difficult 
when she was first born, because, you know, wanting to go on Saturdays to band, or a 
performance, but having someone to watch [our daughter] that was an issue.”  Even as 
her daughter has grown, Elizabeth identified an ongoing balance between her role as a 
musician and a mother when she stated: “I still go unless there’s a reason to stay home 
because of [my daughter], she’s two.”    
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The intersection of Elizabeth’s family responsibilities and her role as a musician 
introduced a negotiation of balancing time and responsibilities with her husband.  The 
balancing of parental priorities is what Elizabeth noted when she stated: “and that can 
become an issue with my husband trying to have someone watch [our daughter] or he 
usually will.  If there’s some conflict, then I’ll have to say, ‘Sorry, I can’t come.’ But, 
most of the time, I just fit it in.”  The negotiation of balancing music making with her 
roles as a wife and mother did not appear to have the same depth of discernment that 
Elizabeth articulated in relationship to her job.  Even though some negotiations occurred 
between Elizabeth and her husband, her simple comment of “most of the time, I just fit it 
in” identified an apparently relaxed approach to her integration of music making into her 
family life.  Even with the competing priorities and responsibilities associated with a full 
time career and a young family, Elizabeth had made a conscious decision to include 
music making within the balance of her roles in adulthood. 
Enjoyment in the band: They’re family.  The social context of Elizabeth’s 
participation in the community band provided her a sense of satisfaction and connection 
to the other band members and reflected a personal fulfillment of how the other members 
are a strong component to her continued participation in the band.  A general sentiment of 
enjoyment about participation in the band was noted when Elizabeth said: “Yes, I enjoy 
playing in the band.  I enjoy the pieces that [the director] selects for us.”  Elizabeth 
expanded on that when she stated, “I enjoy, you know, catching up with the other people 
in the band, seeing how their week was.”  Her comments reflect the positive feeling she 
enjoys from the relationships formed with other band members and the music that the 
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community band performs.   
The relational aspect of Elizabeth’s experiences in the community band was 
interwoven with a general sense of satisfaction about her music making.  Elizabeth 
articulated this when she said, “I enjoy just making music.  I like going to concerts and 
performing.  What else, I enjoy, I don’t so enjoy the traveling, but, just being together.  
They’re family to me, really.”  Elizabeth identified that the relational connections she has 
with the other band members are a significant meaningful aspect of participation in the 
band.  Her comments quickly moved between an overall fulfillment and satisfaction 
about making music and the social contexts of the band experience.  Determining 
whether performing music or the social contexts are more significant for Elizabeth is not 
readily discernable from her comments.  For Elizabeth, the nature of the community band 
experience appeared to be equally meaningful for her in both the opportunity to perform 
and the social context of the band.  However, Elizabeth’s description of the band 
members as a ‘family’ suggests that social connections hold a high priority in her band 
experience.  
An extension of her reflection on the significance of participation in the band was 
commented on only briefly when she viewed her participation in the community band as 
an expression of being part of something larger than herself.  Elizabeth said, “you know, 
it’s kind of good to be a leader.  It just makes me feel good to be part of something that’s 
more than myself.  And, I feel like I’m giving back to the community.”  Elizabeth’s 
sentiment of valuing her personal actions as a community band member in regard to 
being part of something larger than herself appeared to indicate a transitional nature of 
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Elizabeth’s perspective of her life.  Elizabeth’s comment that she was ‘giving back to the 
community’ encompassed a perspective beyond her personal desires and suggests an 
expanded context for music making in her adult life.  
For Elizabeth, participation in the community band was clearly a meaningful 
component of her adult life as she valued the musical and social components associated 
with membership in the band.  In her statements, she was deliberate in continuing the 
opportunity to be an active member of the ensemble.  Elizabeth’s reflection on her role as 
an adult musician articulated her desire to be a member of the community band as she 
purposefully balanced making music with competing priorities of her career and young 
family.  Elizabeth’s final comment at the end of the interview summarized her zeal for 
making music in the community band when she said: “it’s an enjoyment and maybe 
they’ll put something on my tombstone.  Played till she was 92.” 
Jennifer 
When I asked Jennifer about her musical background and how she came to play in 
the community band, she recalled that the band director had actually recruited her son to 
play percussion in the band.  But, since her son did not have the time to commit to the 
band, Jennifer thought that even though she had not played percussion for nearly thirty 
years, she could make the time to join the band.  Jennifer recalled that she started playing 
percussion in 5th-grade band and played all the way through high school.  After Jennifer 
graduated from high school, she noted that there was no particular reason for quitting, but 
that “life got crazy.”  Jennifer recalled that after college she had been a teacher for eight 
years and then her family acquired a dry cleaning business, which they had been 
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operating for the past twenty-one years.  Jennifer said that she joined the community 
band “completely by accident” and in terms of how participation in the band fit into her 
schedule she said, “you just make it work.”  At the time of the interview, Jennifer said 
that she had been playing in the band for four years.   
Jennifer’s comment about just making it work reflected the juggling of family and 
work responsibilities and how those aspects of her life both hindered and enabled her 
participation in music making as an adult.  Jennifer noted that her husband had recently 
retired as fire chief in their community and she said: “that just took up so much of our 
time.”  She implied that since her husband’s schedule had changed, it allowed her the 
opportunity to consider other activities in her life.  Jennifer also shared that she and her 
husband had adult children and that she was a grandmother.  She commented that her 
family attends her band concerts and that her grandchildren even call her “that crazy 
grandma” in reference to her participation in the band.  In gauging Jennifer’s reaction to 
this comment, it appeared that she truly enjoyed the distinction of being known as “that 
crazy grandma” by her grandchildren.  Themes that developed from the analysis of 
Jennifer’s lived experiences in the community band are Playing in the band brings 
enjoyment to others and Music making and cognitive functions over time. 
Playing in the band brings enjoyment to others.  One of the significant aspects 
of Jennifer’s lived experiences in the community band centers on her personal 
satisfaction in knowing that audience members enjoy listening to the band perform.  
When describing her experiences, Jennifer focused her comments on how audience 
members encountered the music that she helped make as a member of the community 
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band.  Jennifer clearly articulated her favorite aspect of playing in the community band 
when she said, “I think my favorite thing about the band is playing the concerts and 
seeing the faces of your audience.”  Jennifer’s statement illustrates that her focus for 
participation in the band is not directed inward toward herself, but directed outward 
toward the audience.   
In a related excerpt, Jennifer further characterized how playing in the community 
band is an activity that provided a direct impact on the lives of others.  Jennifer said, “at 
any concert, you look and you see smiling faces.  They’re tapping their toes, maybe 
singing along.  Some of the older folks you play some of the big band stuff, and their 
eyes get a little teary.  And it just makes you feel good, that you can make someone 
happy, even if it’s only for an hour.”  Jennifer was distinctly concerned about the welfare 
of the audience members and her statements further clarify and deepen the personal 
meaning that is connected to her participation in the community band.  Jennifer continued 
to relate the context of her music making experiences when she stated: “you know, I 
think that is what I enjoy most out of it, seeing other people happy.”  When Jennifer 
recounted that what she enjoys most is “seeing other people happy,” it was evident 
through her tone of voice and overall demeanor that this was a sincere sentiment that 
captured the context for her music making experiences in relationship to her concern for 
others.   
A further illustration of Jennifer’s perspective of how her music making connects 
with others occurred when she described a Veterans Day concert performance.  Jennifer 
noted that “this is our third year [playing the Veterans Day concert] and every year the 
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number of those World War II and Korean veterans, they dwindle.”  Her thoughts 
continued to focus on the veterans when she stated, “you know, and you look out to that 
audience and think and I wonder how many of these guys won’t be here next year.  And 
if you can make somebody happy for an hour, it’s all worth it.”  Jennifer’s comments 
underscore a disposition of care and concern for the audience member’s experience at 
that Veterans Day concert.  A thoughtful and respectful attitude is apparent in her 
reflections about the band’s performance for this civic community event.  Participating in 
the community band is an act of artistic creation through which Jennifer finds satisfaction 
in helping others.  Jennifer’s disposition of care and concern for the audience members is 
a reflective understanding of the meaning she holds regarding her role as a community 
band member. 
Music making and cognitive functions over time.  While Jennifer found great 
satisfaction in how her music making in the community band provided others with 
enjoyment and satisfaction, she was also keenly aware of the influence of music making 
on her personal development.  Jennifer’s professional background included studies and 
professional experience in the field of education.  Her professional education training in 
child psychology and human development provided a framework through which she 
articulated a personal connection to music making as she considered the impact of aging 
on her cognitive abilities.  When asked to reflect on how participation in the community 
band intersected with her adult life, her remarks included a personal valuation of the 
cognitive aspects of music making.  Jennifer said, “I think it just makes me more 
cognizant, that I need to as I grow older continue to use both parts of my brain.  And 
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music, is one of the few activities that bridges both hemispheres.”  Her thoughts 
continued to reference her professional education background when she stated: “you see 
the MRI’s or PET scans of people’s brains as they’re listening to music and as they’re 
playing music and you see a difference in that, where listening to music is a passive brain 
activity, where-as playing is an active brain activity.”  Jennifer’s comments are clearly 
focused on music making as a contributing aspect of cognitive activity and development.  
For Jennifer, making music in the community band has a positive benefit for her 
cognitive development and personal well-being. 
 Jennifer also commented on the cognitive abilities of band members who return to 
playing their instruments in later adulthood.  She said, “And there are people in our band 
that they were in their sixties when they picked up their instrument again for the first 
time.  I mean you know, that’s pretty incredible that somewhere, you know that it is 
stored, somewhere in your brain.”  Jennifer’s reflections are an interesting awareness of 
the connection between musical skills and cognitive abilities in band members older than 
herself.  Jennifer’s acknowledgment of the passage of time in her life and her perceptions 
of the positive impact music can have on an individual’s quality of life illuminate a 
deeper understanding of the meaning of music in her life.  
Helen 
Helen recalled that her journey to become a member of the community band most 
likely had a connection back to her middle school band experiences.  Helen said that she 
had known the current director of the community band ever since she was in middle 
school and he was very influential in regard to her being a horn player.  Helen said that 
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when she was about to start 5th-grade band he “gave me a French horn and said, here.”  
Helen played horn throughout middle school, high school and even into her first year of 
college.  However, she said that once “I transferred schools and got hot and heavy into 
pursuing my dream of physical therapy and music kinda fell by the wayside at that 
point.”  Her connection back into music making happened through the music program at 
her church.  Helen recalled that her church had a small band “they didn’t have a trumpet 
player who could play, so I picked up a trumpet and started playing with them a little 
bit.”  Helen said she was recruited to join the community band by one of the founding 
members who happened to be an acquaintance at one of the hospitals where Helen 
worked.   
Helen recalled that childcare issues were important considerations as she and her 
husband discussed how playing in the community band might work in their family life.  
At the time, Helen waited almost a year from when she was first recruited before she 
joined the band.  Helen started out in the ensemble playing trumpet because she did not 
have a horn at the time, and only after her mom bought her a horn did she finally return to 
horn playing.  At the time of the interview, Helen noted that she had been a member of 
the community band for ten years and reflected that participation in the community band 
was simply an aspect of life in their family throughout all of those years.  
Helen had been a physical therapist for almost twenty years, and the nature of her 
profession allowed the opportunity to become well acquainted with her patients.  Helen 
said, “probably a fourth of the people in the band have been patients of mine” and at band 
rehearsals, “somebody wants me to comment about their shoes or how good their 
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shoulder’s doing.”  From Helen’s comments, it appeared that she found great satisfaction 
in helping people and her professional career provided an interesting perspective on how 
music making was an aspect of her adult life.  The themes that developed from the 
analysis of Helen’s lived experiences associated with the community band are Enjoyment 
from engaging in the band and Music making and the march of time.  
Enjoyment from engaging in the band.  For Helen, participation in the 
community band is an activity through which she finds personal enjoyment and 
satisfaction knowing others enjoy her music making.  Helen articulated that playing horn 
in band was a source of enjoyment and satisfaction when she said: “I enjoy practices 
more than concerts.  I sit there, and I play, and I just think there is nothing I would rather 
be doing at this moment than doing this right now.”  She elaborated even further when 
she stated, “it takes care of that missing piece that I had in my life, it’s gratifying.”  As 
Helen clearly identified that playing horn is a meaningful and valued aspect of her adult 
life, I sensed in Helen’s tone of voice that she was very thankful for her music making 
experiences in the band.  Her statement that playing in the band is a “missing piece” in 
her life, projected music making as a valued aspect of how she understood her personal 
needs and desires as an adult. 
In addition to the personal satisfaction that Helen experienced from participation 
in the band, she also illustrated a disposition of care and concern toward colleagues in the 
band and audience members.  As Helen reflected on being a band member, she identified 
that the social context of participation in the band had yielded a strong connection with 
her colleagues.  Helen said, “three-fourths of those people I would call my friends [and] 
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you know it’s just been a fun group to get to know.  What better group of people to hang 
around than a bunch of musicians.”  As Helen continued to reflect, her comments 
revealed aspects of the care and concern she had for her friends in the band.  Helen noted, 
“one thing I have made an extra effort to do is always be the one to move the stands, 
move the chairs, cause I’m young and healthy and I can do it.”  She continued by saying, 
“I always try to park as far away and stay in the parking lot, so they can have the up close 
ones.  I do try to help in that situation or carry instruments for people or whatever.”  
Helen appeared to engender a sense of responsibility toward the band as she provided 
simple acts of help and service toward her colleagues in the band.  Those simple acts of 
kindness reflect Helen’s attitude and disposition of care and concern not only toward her 
colleagues in the band but also toward the community organization itself.   
As the interview progressed, the theme of enjoyment surfaced as Helen described 
the value she ascribed to the role of the band in community life.  Helen shared that as 
people discovered that she was a member of the band, their reaction conveyed an 
appreciation for the concerts.  Helen said, “I’ll mention that I’m in that community band 
and people go, ‘Oh really, I like that band.’  You know and they just really enjoy that.  
And I certainly enjoy being a part of the band to share it with the community.”  A final 
comment that Helen made on this topic added a deeper understanding of her perceptions.  
Helen remarked, “I feel like it’s a community service to be a part of that.”  Participation 
in the community band provided Helen a sense of enjoyment and satisfaction for her 
personal desires, but also in relation to how she connected with the other band members 
and her community.  
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Music making and the march of time.  As Helen described how she came to be 
a member of the community band, she commented on the struggles of balancing 
responsibilities to her family and the time commitment required to participate in the band.  
When Helen was initially recruited to play in the band, she made the decision to delay 
joining due to family considerations.  Helen said, “I had little kids at the time, and I 
thought I would really like to do that. I waited for about a year or so.”  As her family 
situation changed, Helen recalled: “I figured that I could figure it out because I wouldn’t 
have to leave home till 7 o’clock, so supper would be done and then I’d be able to get to 
band.”  Helen also commented on the agreement she made with her husband.  She said, 
“my husband had to be in agreement that he would be home on Monday nights to take 
care of the kids cause I probably had a one-year-old, a three-year-old and a five-year-old 
at the time.  So it worked out.”  For Helen, identifying the right time in her family life 
facilitated her ability to be active in the band.   
 Helen related that throughout the ten years she has participated in the band, she 
had maintained a personal priority to stay involved even as the demands of family life 
had changed over time.  Helen’s comment addressed this topic quite succinctly when she 
said, “I’ve never stopped playing.”  The commitments of family life did impact Helen’s 
ability to make every practice and performance.  As the years had passed, the flexible 
nature of community band accommodated the increasingly complex schedule of three 
children who were actively involved in school and sports activities.  Helen shared, “when 
they start having thirty some concerts a summer, I do ten percent of those.  You know it 
just gets crazy.”  Helen also shared an appreciative comment about the flexibility of the 
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band organization when she said: “nobody gives you pressure about it.  You just say, you 
know I’m not going to be there and they’re like, okay.”   
 As Helen’s family matured, her role as a musician intersected with her role as a 
mother when her children joined the community band.  Helen said, “I had them [Helen’s 
children] both play in the community band for a year or two when they were about that 
8th-grade year to see if they liked it.”  Helen commented about her children’s reaction to 
playing in the band when she said: “I think they enjoyed it okay, they didn’t hate it.  But 
it wasn’t a priority to them, and it wasn’t worth missing other activities for them to 
participate in the band.”  While Helen had initially expressed concern that the band might 
interfere with her ability to care for her children, she was able to include her children in 
an activity that was a meaningful part of her adult life.  
When considering the passage to time, Helen noted that she and her husband had 
started to make plans for the future.  For Helen, those plans deliberately included 
opportunities for music making.  Helen said, “one thing I look forward to as I get older 
[is] that I would be able to find some venue in which to play my horn and to be able to be 
a bit more committed and practice more.”  As Helen included music making in her adult 
life, she prioritized playing her horn as a meaningful aspect of adulthood and had 
deliberately chosen to balance her family schedule to accommodate the time 
commitments of the band.  Even now as she looks toward the future, her role as a 
musician is a valued and meaningful aspect of her life as a positive benefit to her personal 





Matthew’s musical journey as a baritone saxophone player began in his grade 
school band experiences.  Matthew recalled that he started to play the alto saxophone in 
band and shared: “the little school needed more bass, so they purchased this bari sax, and 
they asked me to play it.”  He continued to say, “I just fell in love with it, so I’ve been 
playing it ever since.”  From that initial experience in grade school band, Matthew 
continued to play baritone saxophone through high school and for a short while he played 
in the pep bands at college.  Matthew shared that he quit playing his saxophone after 
college until he joined the community band; however, he did not provide a specific 
rationale regarding the decision to stop playing his instrument. 
As with the other participants, I asked Matthew how he came to be a member of 
the community band.  Matthew recalled that one of the members of the band simply 
asked him if he wanted to start and he said: “I thought that’d be fun and I bought a new 
horn.”  From Matthew’s reflections about the ten years he had been a member of the 
community band, he continued to find great pleasure in being part of the ensemble.  
Matthew’s recollections about his experiences in the band often included observations of 
other members in the band.  Matthew’s comments about his colleagues often reflected an 
insightful awareness of their personalities and musical abilities.  As an example, Matthew 
said “I sit by a lady that plays a really good bass clarinet, and we got to visiting, and she’s 
like eight years older than I am.  I admire people like that.”  Matthew appeared to be 
genuinely enthusiastic about his participation in the community band.  His enthusiasm 
was not only from the performance experience but also from a desire to understand how 
  
94 
music works.   
When I asked Matthew about the role music had played in his adult life, he 
reflected upon his own music making experiences, as well as the musical memories and 
experiences of his wife and children.  Even though Matthew took a break from his own 
personal music making experiences for nearly thirty years, reflections about the musical 
activities of his children were woven into his current music making experiences.  
Following his career as a veterinarian, Matthew commented that he had more time in 
retirement to support the musical activities of his grandchildren.  Themes describing 
Matthew’s lived experiences in the community band are Renewed participation and A 
reflective continuing learner. 
Renewed participation.  For Matthew, playing in the community band generated 
a sense of enjoyment from the renewed participation in an activity that had not been part 
of his life for nearly thirty years.  When asked about how he came to start playing in the 
band, he noted that one of the band members simply asked him to join.  Matthew said, 
“After college, I just pretty well quit until about ten years ago.  And, I knew about this 
community band, and one of the members asked me if I wanted to start.  And I thought 
that’d be fun.”  Matthew’s initial reaction to engaging in music making after having been 
away from it for many years resonated a theme that he stated numerous times throughout 
the interview.  This was evident when he stated, “and it was just so much fun, it’s a real 
fun group.  And, I like the concerts and I like the practices and the people, so it was just 
fun again.  Just really good to play again.”  The concept of ‘fun’ characterized the 
renewed participation in the performance and social aspects of the band.  Each time 
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Matthew talked about the ‘fun’ he had when playing in the band, his demeanor reflected 
the enthusiasm he had for his music making experiences.  In retirement, Matthew had 
redirected energy into an activity that had not been part of his life since his high school 
and college days.  His participation in the band had a renewed sense of purpose in his life 
as the role of being a band member is reengaged in retirement.  
When asked about how playing in the community band intersected with his adult 
life, Matthew was deliberate in articulating that in the midst of a very busy schedule he 
was able to prioritize the time for rehearsals and concerts.  Matthew said, “It’s just the 
once a week [practice].  It seems like we’re just pretty busy.  We’re gone a lot of 
evenings, and we try to leave Monday open.  That’s when we practice, Monday 
evenings.”  The balance of scheduling time for band rehearsals and personal practicing 
was a high priority for Matthew, which was evident when he said: “and, [I] try to make 
most of the practices and a lot of people it seems like in the band, you won’t see them 
except for the concert.  And, I don’t know how they can do that.  You know, if there’s 
some difficult parts, I’ll try to practice.”  In Matthew’s case, the ability to deliberately 
make time in his busy schedule reflected the priority he ascribed to redirecting energy to 
new roles and activities.  Matthew’s decision to make time to participate in the band, 
combined with his expressed sense of enjoyment about making music again reflect his 
participation in the community band as a meaningful aspect of his adult life. 
A reflective continuing learner.  Matthew’s initial description of what he valued 
as meaningful experiences stem from the performance and social aspects of the band.  
Matthew spoke several times about his fascination with learning more about what he 
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described as “listening to the parts” of the band.  The analytical nature of Matthew’s 
experiences in the band was evident when he said: “I just really, really enjoy it.  And, just 
the interaction and it's neat like you have rests and just to listen to the other parts.”  
Matthew continued to express his interest and enjoyment from analyzing when he said: “I 
like the different instrumentations and I kind of sometimes where I get lost.  I’ll just be 
listening to the parts.  And you know, I really enjoy that more than I’ve ever thought 
about it before.”  In those excerpts, Matthew finds enjoyment in listening to the various 
instruments and the parts they play during rehearsals and performances.  Matthew’s 
participation in the community band afforded a new vantage point for learning about 
music and provided him a fresh perspective on music.   
The analytical posture that Matthew engaged in underscores music as a 
meaningful contribution to his cognitive development.  Matthew reflected on the role of 
music from a lifetime perspective when he said: “I think from the beginning of man, 
music has been really important in your development.”  Matthew further elaborated on a 
lifetime perspective of music making and cognitive development when he stated: “I think 
I’ve got more of an ear now.  Before, I just, you know like when you’re in high school, 
you just do it and get it done.  But now, it's just the interaction and the hearing the 
different parts.”  At this stage of his life, Matthew appeared to have a deeper appreciation 
for musical interactions that occur when playing in the band.  Interestingly, Matthew 
compared what he remembered about playing in band as a high school student with his 
perceptions as a senior adult.  This comparison illustrated a self-awareness of how his 
perceptions have grown throughout his lifetime.  Matthew’s comments also pointed 
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toward an introspective reflection on the perspectives of composers and audience 
members.  Matthew alluded to this when he said, “there’ll be two or three things going on 
and you can just kind of hear these themes and they'll be reoccurring with different 
instrumentation.  It's just so neat to listen to that, and I don't think a lot of people in the 
audience grasp that.”  He continued by stating, “I’m sure that the person that wrote the 
music wants them to hear that, maybe subconsciously they do.  But it’s just; I really enjoy 
that part.”  Matthew’s reflective review on a composer’s intent and the listening 
perceptions of audience members was an integral aspect of his adult development but was 
not present in his school music experiences.  The opportunity to analyze the 
compositional structure of the music appeared as a significant and meaningful component 
of his overall enjoyment from being in the band. 
Stephanie 
Stephanie’s music making experiences in adulthood began in her church music 
program and extended to include participation in the community band.  Stephanie shared 
that her first trumpet playing experiences began in elementary school band and she 
continued to play throughout high school.  After graduating from high school, she quit 
playing trumpet and only returned to active music making after her children were grown 
and had moved out of the house.  As a mother and grandmother, Stephanie’s thoughts 
about the manner in which music was part of her adult life included references to her own 
music making experiences and cherished comments about the musical experiences of her 
grandchildren.  
At the time of the interview, Stephanie was retired and had been a member of the 
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community band for ten years.  Stephanie expressed participation in the band as a priority 
in her life as she balanced roles of a wife, mother, and grandmother with her role as a 
musician.  The themes that developed from the analysis of Stephanie’s lived experience 
in the community band are Enjoyment from continued participation and Continuing to 
learn. 
Enjoyment from continued participation.  For Stephanie, actively making 
music was a source of considerable enjoyment in her life.  Stephanie stopped playing the 
trumpet after high school but later joined the music program at her church.  Stephanie 
said, “I hadn’t played since high school [until] about seventeen or eighteen years ago.  A 
friend of mine played her trumpet in church, and I thought I could probably do that too.”  
Playing trumpet at church was an activity that Stephanie had continued to engage in on a 
regular basis.  She noted several times throughout the interview that she played regularly 
on Sunday mornings and had the opportunity to play for special church events over the 
years.  When summarizing her playing experiences at church, Stephanie said, “I really 
enjoy it, I loved playing.”  Active participation in the community band came a few years 
later for Stephanie when she was recruited to join the ensemble.  Stephanie recalled, “ten 
years ago, two or three community band members kept asking me to join.  After a few 
practices, I was hooked.  [I] love it and I hope I can continue for a long time.”  
Stephanie’s comments about her trumpet playing reflected a sense of enjoyment and 
satisfaction that she garnered from her participation in both organizations.   
Stephanie’s integration of music making appeared as a significant aspect of her 
life in retirement.  Specifically, she stated, “since I joined [the band], I mean I am pretty 
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dedicated to it.  I like to be there, and it fits pretty well.”  Stephanie also commented that 
even though her husband is not very musical, he has been quite supportive of her 
participation.  Stephanie shared that as the membership in the band changed, she had 
been asked to move from third trumpet up to the second trumpet part.  When sharing this 
with her daughter, Stephanie recalled, “when I got home and [said] I got promoted to 
second tonight [my daughter] says, Mom, I love you.  You’re a geeky little mom.”  
Stephanie noted this as a special memory for her because her family understood how 
much she enjoyed being part of the band.   
The integration of music making in Stephanie’s adult life developed as a valued 
pursuit for her personal music making experiences and also as she supported the musical 
activities of her family.  As Stephanie reflected on her own musical experiences, her 
comments often included the musical experiences of her grandchildren.  For example, 
Stephanie said, “every time I get out my trumpet to play, [my grandchildren] get out their 
recorders or tambourine, or something and join right in.  So we are hopeful for them yet.”  
Stephanie also spoke enthusiastically about the performance opportunities that her 
grandchildren had in their various school music programs and how much she enjoyed 
attending their performances.  Stephanie’s reflections about the music making 
experiences with her grandchildren indicated the valued role music making occupied in 
her life.  Her comment that “we are hopeful for them” illustrates that she hoped music 
making would be important in the lives of her grandchildren.  Stephanie’s engagement 
with the musical activities of her grandchildren illustrated an integration of the roles she 
experienced at this time in her life.  As Stephanie negotiated retirement, her role as a 
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grandparent and a musician were intertwined. 
Continuing to learn.  The nature of Stephanie’s music making experiences 
included not only her performance opportunities in the community band and at church 
but also in a continued personal exploration of her musical skills and assisting others to 
participate and learn more about music.  When I asked Stephanie how playing in the band 
fit within her life, she replied positively: “I am pretty dedicated to it.  I like to be there.”  
As reflections about her musical endeavors unfolded, I asked Stephanie if she had time to 
practice her horn.  She replied, “I practice almost every day a little.  I won’t say every 
day, but mostly because I play in church every Sunday.  So, I start out each week with 
my couple of hymns, you know, whatever I need to have for that Sunday and then go into 
band music.”  Stephanie clarified her understanding of daily practice when she said, “if I 
practice every day, my lip is in pretty good shape.  If you miss a week playing trumpet, 
your lip seems to go a little.”  Stephanie also recalled that her granddaughter said, “the 
teacher told her that if she practiced 10-15 minutes every day, it would help so much.”  
Stephanie’s statements and personal performance insights highlighted her understanding 
that playing trumpet at church and in the community band required time and attention to 
meet the musical demands of these ensembles.   
Stephanie also acknowledged that she continued to grow in her understanding of 
the musical challenges she encounters at church and in the band.  She stated, “hymns are 
so easy, band music takes a little doing.”  In her simple comment, Stephanie illustrated 
that from her perspective music making in the band required a deeper investment of 
energies toward accomplishing the musical challenges.  Throughout the interview, 
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Stephanie’s comments reflected an aspiration to be well-prepared for her music making 
experiences and that she had a strong desire to continue to learn about the musical 
challenges at church and in band.  
Stephanie’s musical activities at church not only involved her trumpet playing, 
but she also engaged in a leadership role within the program to encourage and help 
children play their instruments in the worship services.  Stephanie said, “I’m always the 
music chairman at Christmas for the kids that play, and about five years ago I think I had 
about seventeen instruments that would play.”  She continued to share about these 
experience when she stated: “and they start as 5th-graders, so we have this easy little book 
and we do the children’s program.”  The opportunity to offer some musical leadership at 
her church appeared to provide Stephanie with a sense of enjoyment as well.  Stephanie 
commented, “it was fun when I had a whole little band.”  As Stephanie shared about 
leading the children’s Christmas program at church, her comments noted a reflective 
posture about the positive role these musical experiences occupied in her life.  The nature 
of Stephanie’s desire to continue to learn and grow as a musician can be viewed through 
her musical involvement at church and in the community band.  Stephanie had dedicated 
time not only to personal growth as a musician but also to helping others grow in their 
own musical abilities.     
Sarah 
Sarah’s participation in the community band stretched back to the founding of the 
community band.  After seeing a notice in the local newspaper about the formation of the 
band, Sarah recalled: “I went because I always liked to play and at that time I didn’t have 
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any obligations to give me a reason not to.”  Sarah shared that until she joined the band, 
she had not played since high school.  When I asked Sarah why she stopped playing her 
cornet, she recalled that she became a rural school teacher for a couple of years and then 
added: “[I] married a farmer and so I was busy on the farm, so I did not play.”   
At the time of the interview, Sarah had been actively playing in the band for 
twenty years.  As a longtime member of the community band, Sarah had a detailed 
account of the history of the band, as well as memories of the many people with whom 
she had played with over the years and the many directors who conducted the ensemble.  
As Sarah shared her understanding of how playing in the band had been a part of her 
adult life, she also recalled memories of her childhood music making experiences and 
compared them with music making as an adult.  
Although Sarah described herself as retired, she noted that in addition to playing 
in the band she has three part-time jobs that keep her actively engaged in her community.  
Even though Sarah remained active with her work schedules and playing in the band, she 
valued her role as a mother and grandmother.  When asked how she balanced her various 
roles and responsibilities, Sarah stated: “as I say, family comes first.”  However, she 
quickly noted how important music was in her life and that was apparent throughout the 
interview.  Themes that developed describing Sarah’s lived experiences in the community 
band are Connected valued remembrances, Yes, I can still play, and Music is a learning 
tool through life.  
Connected valued remembrances.  Sarah’s reflections on participation in music 
making intertwined references to her current experiences in the band and childhood 
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memories of musical experiences.  Sarah spoke with great confidence as she reflected on 
her childhood experiences and the influence her family had on her attitude toward music 
when she said: “my family's always been a music appreciator, and there's several 
performers in the family.  I think music was just one of those things that was important.”  
The influence Sarah’s mother had on the integration of music in Sarah’s life was 
significant.  This was apparent when she commented: “mom expected us to [play] and 
she was a very good music appreciator.  Absolutely tone deaf, but a great 
appreciator.  She knew when it was good and when it was bad.  I just grew up; music was 
just the thing.”  Sarah’s perspective on her music participation was influenced by her 
mother’s disposition toward music participation.  Sarah commented, “we were not 
expected to be perfect performers, we were just expected to do our part and enjoy.”  From 
Sarah’s point of view, she understood that playing her horn was an expectation and even 
though her mother did not expect ‘perfection’ she did expect her to keep working at it.  A 
focal point in her comments was that “music was just the thing.”  Sarah’s comment noted 
the centrality of music in her childhood and that music continued to be a central aspect of 
her life.   
The significance of music in Sarah’s adult life framed her prioritization of music 
in relationship to her other roles in life.  Sarah articulated this when she noted: “to me 
music is probably the best thing in my life outside of family.  Music is the best thing.”  In 
an effort to deepen an understanding of the role of music in Sarah’s life, I asked Sarah if 
she had played continuously in the band every year since she joined the ensemble.  Sarah 
responded by saying, “Oh yes, oh yeah, oh yeah!  I was very fortunate.  I had Mr. 
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Schrepel as my teacher.”  Her response was an interesting connection of the present and 
memories of musical influences from her childhood.  Sarah’s response moved effortlessly 
from a positive affirmation of having played in the band every year to a fond recollection 
of her high school band director, Mr. Schrepel.  The connection of her current 
participation in the band with her recollections of high school band introduced an 
understanding of Sarah’s perspective of music throughout her lifespan.   
Sarah continued her recollections about her high school band director with a story 
of her brother’s musical experiences in a World War II Navy Band and the influence of 
their high school band director.  Sarah said her brother, “enlisted in the Navy, and they 
put him in the Navy Band and he played in Spain and England.  He did some solo work 
and one of his reviews said that he had an education that could have only have been 
gotten from a school like Julliard."  Her comments continued with, “Mr. Schrepel was his 
only teacher.  That guy was phenomenal, absolutely phenomenal.  And we did get a very, 
very good education.”  Sarah had a vibrant perspective on the musical influences of her 
high school band director.  The music education experiences Sarah and her brother had 
with their high school band director created a lasting impression with Sarah.  The tone of 
her comments reflected a sincere appreciation for the musical experiences she shared 
with Mr. Schrepel.  Sarah’s memories from nearly seventy years ago are valued 
remembrances that influence her understanding of music making in adulthood. 
Yes, I can still play.  As Sarah responded to questions about playing in the 
community band, one of the themes that appeared in Sarah’s comments articulated her 
satisfaction and surprise that she was still able to play her instrument.  As Sarah reflected 
  
105 
what she experienced when she resumed playing her cornet, she noted, “I think many of 
us were astounded that we could even play again.”  Sarah’s comment suggests her 
awareness of the need to adapt to the physical changes in that occur late in life.  Sarah 
said, “I slipped so far because I've got dentures.  I can't do the high notes anymore, so I 
play along on 3rd and enjoy it.  I played solo cornet for three years, but I can't do that 
anymore.  I admire those that do.”  She continued her positive comments about the other 
members of the band when she stated: “I admire everybody in the band because they all 
have such great talent.” 
 Intertwined in Sarah’s reflections about her personal satisfaction from playing in 
the band were comments that encourage others to participate in the band.  Sarah said, 
“you'd be surprised how many people come up and say, I used to play.  And we say, get 
your instrument out.”  Her comments note a positive perspective that values music in her 
life and wants others to experience music making in adulthood as well.  Sarah’s 
encouragement and recruitment for others to join the band stemmed from her musical and 
social experiences in the band.  Sarah remarked, “if they come to the band they will do it 
and they will enjoy it.  There's just that camaraderie that's music based shall we say.”  
Sarah’s comment on the “camaraderie that’s music” and her desire to encourage others to 
participate in the band reflected the positive meaning she ascribed to the social nature of 
the band.   
Sarah’s enthusiasm for playing in the band was apparent through her thoughts 
about adapting to her physical changes.  A pervasive concept in her comments about 
playing her cornet is a consistent expression of enjoyment.  Sarah maintains a very 
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positive outlook toward music making as she encounters the developmental task of 
adapting to physical changes.  Encouraging others to join the community band and 
engage in the musical and social outcomes of music making marks Sarah’s enthusiasm 
for her participation in the band. 
Music is a learning tool through life.  The concept of music as a learning tool 
appeared as a significant theme within Sarah’s reflections regarding the meaning of 
music in her life.  Her comments focused on both cognitive development and a broader 
understanding and application of music as a learning tool when she said: “I think, music 
is a great one for me for a learning tool.  Many of the songs I learned in high school, as 
vocal, were things that I can still quote.”  Sarah continued by noting, “It’s like, A, B, C, 
D, E, F, G [sung].  Doesn't every kid learn the alphabet by music?  That's one of the 
benefits of music.”  As the interview progressed, the topic of music as a learning tool 
appeared again when Sarah said: “You never get good enough that you can't learn 
something more.  And, as far the learning tool, you use it as a memory thing.  Yeah, I just 
use it as a memory thing.”  Sarah’s thoughts on music as a learning tool suggest a strong 
consideration of the value placed on the cognitive nature of her musical experiences.  
Sarah reinforced the value she continued to attribute to music as a learning tool when she 
said: “I'm amazed sometimes that the little things that I pick up on.  You can always learn 
more with music.”   
Sarah’s construct of music as a learning tool is based on her understanding and 
experience of using a familiar tune to help in the memorization of the letters of the 
alphabet.  While the context of using music as a learning tool in the mastery of literary 
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facts might be considered an ancillary benefit of music learning, Sarah’s example 
provided an insight into the positive value she attributed to the use of music to help her in 
the cognitive function of memory.  For Sarah, the positive values she associated with how 
her participation in music engaged her cognitive functions can be connected with an 
element of successful aging.   
The context for the depth Sarah values music is underscored by the memories of 
childhood music experiences with her mother and the influence of her high school band 
director.  The early musical experiences in Sarah’s life are woven into her current 
experiences in the band.  Sarah’s historical perspective of music was a personal 
understanding of how her musical history is reflected in the meaning she understands 
from participation in the community band. 
Robert 
At the time of the interview, Robert had been playing tenor saxophone in the 
community band for the past ten years.  Even though Robert had been retired for the 
entire time he had been participating in the band, his connections with music making 
extended back to elementary school band.  Robert recalled that his earliest experiences 
with band instruments came when he was in 5th grade and the band director thought he 
ought to play the bassoon.  Robert shared that his father had a strong opinion that he 
should not play the bassoon and he eventually settled on the tenor saxophone as his band 
instrument.  For Robert, his musical experiences were not limited to making music in the 
band at school.  Robert shared that he dabbled with a wide variety of instruments 
throughout his childhood. 
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When I asked Robert about how he became a member of the community band, his 
thoughts quickly included memories of his musical experiences as he transitioned from 
high school to college.  Robert noted that he did not play his saxophone in college 
because he “was more interested in getting into dental college and it was pretty 
competitive.”  However, he continued by saying, “I would play in the summer when I’d 
go back to Central City.  I guess it was a community band because there was people who 
graduated.”  Robert’s experiences in the summer band continued throughout his college 
years, but it would be nearly fifty years before he would play his saxophone in a 
community band again.  Only when Robert had retired from being a dentist, did he 
become a member of the community band.   
Even though Robert did not actively make music for many years, he was quite 
supportive and engaged in the musical experiences of his entire family.  As Robert shared 
insights into his music making experiences in the band, he included many reflections 
about the musical experiences of his children and grandchildren.  Throughout his 
discussion of the ways music making has been part of his life, Robert shared that the 
constraints of a professional career, family life, and varied interests and hobbies left little 
time for the pursuit of active music making, and only in retirement did time become 
available to join the band.  The themes that developed from Robert’s lived experiences 
associated with the community band are Valued musical memories and Enjoyment from 
continuing to learn. 
Valued musical memories.  As Robert reflected on the role of music in his life, 
recollections of family involvement in musical activities were prominently intertwined 
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with his personal musical experiences.  While reflections of childhood music experiences 
surfaced, Robert appeared to distinctly treasure the musical involvement his wife and 
children engaged in throughout his middle and later adulthood years.  When I asked 
Robert how long he had played in the band, he replied: “I’ve been retired the whole time 
I’ve played in the community band.”  Interestingly, his next comment quickly 
transitioned to recollections of the musical experiences of his family when he said: “but 
we’ve all played stuff.  My wife played the flute and the piano very well.  My son was a 
music major at the university with tenor saxophone, my daughter played alto saxophone, 
and she played in the marching band all through the university.”  Robert’s memories of 
family musical experiences contributed to the role and meaning of music in his life.  Even 
though Robert didn’t play his saxophone for nearly fifty years, the musical experiences of 
his family throughout those years were effortlessly integrated with his discussion of 
music in his life.   
 As Robert shared experiences of playing a band instrument, he recalled the 
influence his father had on his decision to play tenor saxophone.  Robert said, “the band 
instructor thought I ought to play the bassoon and, I brought it home.  And my dad said, 
no way are you going to play the bassoon, double reeds make you go crazy.”  Robert 
continued, “so then I brought home a C melody saxophone because that’s what the school 
had and then eventually bought a tenor.”  In addition to the saxophone, Robert’s 
childhood music making experiences included playing the violin, the piano, and even the 
accordion.  As Robert connected accounts of his early musical experiences, he compared 
his current abilities to his childhood perceptions of playing in band.  Robert recalled his 
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high school band director telling him at one time that “you’re about as good as anybody 
in high school gets.”  Robert quickly followed up that memory with a comment that 
reflected a personal evaluation of his current musical skills, when he said: “and I’m a 
long way from that now.”  Robert’s comments introduced an insight into the development 
of a historical perspective of music in his life.  Robert had clear recollections of 
childhood musical experiences and articulated a self-assessment of his current musical 
skills with perceptions of prior musical experiences.  Robert’s memories of music 
experiences in high school are valued connections to the manner in which he currently 
understands music making in his life. 
One of Robert’s valued musical connections is to the community in which he 
lived and worked for the majority of his adult life.  Robert identified the community band 
as a meaningful civic organization when he stated: “I think it’s important for people that 
live in a small community that have the where-with-all anyway to take part in civic stuff.  
If they didn’t, we wouldn’t have much of a town, and the band is one of the things.”  
Participation in the community band affords Robert valued social connections of 
friendships that are distinctly linked with his music making experiences.  As Robert 
reflected on the significance of his participation in the community band, he noted several 
times how much he valued his friendships and social connections with other band 
members.  Robert especially identified his connection with the director of the community 
band when he said: “the friendships are a value.  [The director] was my son’s 
instrumental instructor [and] he had a great influence on my family and I think he knows 
that.  And, he’s been a friend.”  In addition to Robert’s connection with the director of the 
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community band, he recognized valued connections with other band members as 
acquaintances, friends and as former patients from his medical practice.  Robert stated, 
“there’s a social aspect of it.  A lot of them are acquaintances outside, but some of them 
are friends.  Many of them are people that were patients when I was practicing.”   
 Robert’s connected valued remembrances of music making experiences are 
embedded throughout a lifetime of memories.  His earliest recollections of music making 
experiences with a band instrument are linked with meaningful memories of his father 
and his high school band director.  As Robert considered the role of music throughout his 
lifetime, his current participation in the band provided an avenue through which he 
articulated valued and meaningful connections of family, work, and community.  
Enjoyment from continuing to learn.  As Robert reflected on his participation 
in the community band, he articulated an interesting perspective regarding a perceived 
balance between enjoyment from music making and the time commitment required to 
play in the band.  When Robert described his initial reaction to being recruited to play in 
the band he said: “I can’t play, I haven’t played for fifty years.”  Robert immediately 
followed that statement with an expression of satisfaction referencing his delight to be 
able to play again after so many years.  He said, “but I did, and I enjoy it thoroughly.”  
Robert was quick to mention that the rehearsal and performance schedule of the band 
required a balance of priorities concerning his family schedule when he said, “it [the 
band] demands more time than I wish it did, but it’s fun.”  Robert intertwined a valued 
appreciation for being able to make music in the band with a tempered enthusiasm 
regarding the time commitment required to be active.  Even though Robert expressed 
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some reservations to the time commitment, he consistently expressed that playing in the 
band was an enjoyable and meaningful activity in his life. 
 One of the questions I asked Robert related to any challenges he encountered with 
his renewed performance skills.  He quickly responded, “being able to do it.  I can see 
things and know how they are supposed to sound and what I’m supposed to do, but I 
can’t keep up.”  His comments reflect an awareness of adapting to the physical changes 
that have occurred.  Woven within Robert’s reflections on the physical challenges of 
playing was an interesting connection with the camaraderie he valued from his colleagues 
in the band.  As Robert described playing with one of his colleagues in the saxophone 
section, he articulated a recognition of some physical limitations when he said: “you 
know, he can outplay me something fierce.  But, that’s fine, he makes mistakes too, and 
that’s really fine.  But, he’s a really nice guy, and I enjoy being around him.”  Even as 
Robert acknowledged that he is challenged to keep up with the band, his appreciation for 
the camaraderie he experienced was evident in his comments.  The personal connections 
that Robert experienced through participation in the band appeared as a meaningful and 
valued aspect of the role of music in his life.  
Robert noted that music making in the band facilitated a personal awareness of 
the significance of continued cognitive stimulation at this point of his life.  When asked 
about interests and hobbies, Robert replied that he had engaged in “everything from water 
skiing to flying.”  Robert shared that throughout his life his hobbies have included 
aviation, electronics, gardening, automobile mechanics, sports, and construction.  While 
Robert was not active in music making throughout much of his adult life, his appreciation 
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and engagement in music was fostered through connections to the musical experiences of 
his family.   
As Robert reflected on the significance of his participation in the band, he said: “I 
find it important to learn new things that stimulate you a little bit.”  In the same thought 
about music making, Robert’s comments quickly transitioned to other activities that also 
provided him cognitive stimulation.  He said, “I like to read.  I like to learn that way.  I 
like to learn like when I took the electronics courses.  When computers started up, I 
started taking some computer science courses.”  In retirement, participation in the band 
was an activity that appeared to align with Robert’s lifelong learning perspective.  He has 
engaged in activities that have provided him a continued sense of cognitive stimulation 
throughout his life and music making in the band was a meaningful learning experience 
that fits within a lifetime of learning.  Robert summarized this connection when he stated, 
“I’ve always found things I liked, and if I didn’t, I’d learn something new.  I’d still like to 
learn something new.”   
Robert valued music making in the context of a lifetime of family memories and 
their musical experiences, as well as his childhood school music experiences.  Robert 
balanced music making with many different interests and hobbies that he has had 
throughout his lifetime.  His lifelong perspective integrated music as a meaningful and 
valued aspect of his continued interest in lifelong learning. 
Cross-Case Analysis 
The lived experience that each of the participants shared is their participation in 
the same community band.  Each participant ascribes their own individualized 
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perspective to the role and meaning that playing in the community band has in their adult 
lives.  Two themes developed as patterns between cases: enjoyment and cognitive 
functions.  The meaning that each participant placed upon these themes was in context to 
their individual priorities of the role and meaning of music in their adult lives.   
Theme of Enjoyment 
In Table 2, the concept of enjoyment is articulated in the transcript quotes from 
each of the participants.  While the theme of enjoyment is apparent in each statement 
from the participants, the context for their enjoyment can be understood as an 






Table 2: Transcript quotes referencing the theme of enjoyment. 
 
 
The enjoyment that participants articulated was linked with a specific context or 
lens through which they understood their participation.  For each of the participants, the 
concept of enjoyment was a contributing aspect regarding the meaning of music making 
in their lives.  The following summaries highlight significant aspects regarding the 
Elizabeth: I enjoy it for the camaraderie and also just keeping my mind sharp 
Elizabeth:  Yes, I enjoy playing in the band.  I enjoy the pieces that [the director] selects for us.  I 
enjoy, you know, catching up with the other people in the band...seeing how their week was 
Elizabeth: Yes, the social [aspect]. I enjoy just making music. I like going to concerts and 
performing. What else, I enjoy, I don't so enjoy the traveling, but, just being together. They're 
family to me, really. 
 
Jennifer: You know, for a common cause and I think my favorite thing about the band is playing the 
concerts and seeing the faces of your audience 
Jennifer: And it just makes you feel good, that you can make someone happy, even if it's only for an 
hour.   You know, I think that is what I enjoy most out of it, seeing other people happy 
 
Helen: I enjoy practices more than the concerts. 
Helen: I play and I just think there is nothing I would rather be doing at this moment than doing this 
right now. 
Helen: I really get enjoyment out of it. 
Helen: I certainly enjoy being a part of that band to share it with the community at large. 
 
Matthew:  And, I knew about this community band and one of the members asked me if I wanted to 
start.  And I thought... ‘That’d be fun.’  And, I bought a new horn, been playing 10 years now. 
Matthew: I enjoy the instrument. 
Matthew: And it was just so much fun, it's just a real fun group. And, I like the concerts and I like 
the practices and the people, so...it was just fun again. Just really good to play again. 
Matthew:  And you know, I really enjoy that more than I've ever thought about it before. 
 
Stephanie: I don’t claim to be that good, but I think that’s why it’s just more fun for me. 
Stephanie: I really enjoy it, I loved playing.  
 
Sarah: I think many of us were astounded that we could even play again. 
Sarah: I slipped so far because I've got dentures.  I can't do the high notes anymore, so I play along 
on 3rd and enjoy it. 
Sarah: Just be able to do music and enjoy music again.  Just be able to perform music and to enjoy.  
 
Robert: I haven’t played for fifty years.  But, I did and I enjoy it thoroughly. 




enjoyment each participant noted about their music making experiences in the 
community band.   
Elizabeth’s expression of enjoyment focused on the social relationships that were 
part of her experiences in the community band.  Elizabeth’s articulation of how the band 
became a ‘family’ to her reflected the significance she attributed to the relationships she 
enjoyed with the other band members.  Elizabeth also articulated that she found 
enjoyment in simply playing her instrument, but a broader context for her enjoyment 
appeared to be linked with the social aspects and the nature of how the band was part of 
her community.  
Jennifer identified that her sense of enjoyment was rooted in knowing that the 
audience members enjoyed the concerts.  Jennifer’s understanding of enjoyment from 
participation did not center on personal satisfaction from making music but focused on 
the audience members’ reaction to the community band.  Jennifer’s source of enjoyment 
about her participation in the band reflected a disposition of care and concern for others. 
 Helen acknowledged a strong sense of personal enjoyment from the opportunity 
to make music in the band.  Prior to joining the ensemble, Helen had primarily stopped 
playing her horn due to the constraints of family responsibilities and schedules.  Her 
return to playing was a valued aspect of her life.  While the band served as a source of 
significant personal enjoyment for Helen, she also identified a sense of care and concern 
that the band was a source of enjoyment for her community.   
The sense of enjoyment that Matthew gained from playing in the band was 
reflected in his enthusiasm to direct time and energy toward making music again in 
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retirement.  In Matthew’s case, he had not played his instrument since his college days, 
and now in retirement, he has a renewed energy and enthusiasm for making music again.  
Throughout Matthew’s interview, his numerous statements of “it was just fun” articulated 
the enjoyment he experienced from the opportunity to play his saxophone.  Additionally, 
Matthew expressed enjoyment from the analysis of the musical process that he observed 
throughout rehearsals and performances. 
Stephanie expressed that the opportunity to play her trumpet in the community 
band was a very enjoyable experience for her.  In addition to the personal benefits of 
playing in the band, Stephanie also identified that music making opportunities at her 
church was also a source of enjoyment in her life.  As Stephanie reflected on these 
experiences, it appeared that both of these music making opportunities were meaningful 
and valued experiences.   
 Sarah’s sense of enjoyment from playing in the community band related to both 
her awareness of how she has had to adapt her trumpet playing in relationship to her 
physical changes and a sense of delight in being able to play her instrument.  In Sarah’s 
case, she adapted her brass playing to the limitations caused by her dentures.  Her 
statements expressed an understanding of those limitations, but she appeared to have 
adjusted to the changes and found enjoyment in the fact that she can continue to play at 
her age.  When Sarah stated “I think many of us were just astounded that we could even 
play again”, she summarized the enthusiasm she has for playing her trumpet. 
Robert identified that participation in the community band was an enjoyable part 
of his retirement.  Robert had not played his saxophone for nearly fifty years and only 
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returned to playing after he retired.  While Robert identified that the physical changes of 
growing older presented challenges to his playing abilities, he was not deterred from 
continuing his participation in the band.  In the midst of the many hobbies and interests 
Robert had throughout his life, music appeared to be woven within a lifetime of 
memories and experiences for himself and his family. 
Connections between cases within the theme of enjoyment.  Participation in 
the community band provided a sense of enjoyment for each of the participants.  The 
viewpoint from which each participant understood and found enjoyment from their music 
making experiences was articulated in context to personal priorities, adulthood roles, and 
personal issues related to family and work experiences.  Interesting similarities and 
connections appear in the analysis between various groupings or subsets of the 
participants.  Interestingly, the groupings were connected with similar situational 
adulthood experiences common between cases.  
The first grouping of interest from the analysis was the similarities between 
Elizabeth, Jennifer, and Helen.  Elizabeth, Jennifer, and Helen articulated that they found 
a sense of enjoyment from their participation in the band because of the connection the 
community band had with local audiences and communities.  All three of these 
participants had roles as active working professionals in their communities and were at a 
point in their lives in which they were balancing family responsibilities that included 
children.   
Elizabeth remarked how she had to balance the tasks of family and work with her 
participation.  Interestingly, she commented that it was important to be part of something 
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larger than herself and she felt as if she was giving back to the community through 
participation in the band.  In Elizabeth’s role as a professional in the healthcare field, 
Elizabeth worked for the care of others and her comments also reflected an attitude of 
care, and concern for others related to how she viewed her role as a community band 
member. 
Jennifer was quite specific in her reference to the meaningful enjoyment she felt 
from watching audience members find pleasure in listening to the band concerts.  Jennifer 
was quite empathetic to the audience members and identified that connection as a strong 
motivator regarding her continued participation.  Jennifer and her husband operated their 
own business and were quite active in their local community.  While Jennifer found 
personal satisfaction from simply performing music, her care and concern for others had 
similar contexts in both her role as a business owner and her role as a community band 
member. 
Helen also articulated a similar perspective of care and concern for others in her 
understanding of meaningful enjoyment related to her participation.  Helen worked in the 
healthcare industry and had a strong connection with the community at large as she 
interacted and cared for many individuals.  Helen noted how she found enjoyment from 
the connections the band made with their performances to the community at large.  Her 
comments about how the band connected with the community were notably similar to the 
connections she had with her work and career goals.  Even though all the participants had 
roles as working professionals throughout adulthood, only Elizabeth, Jennifer, and Helen 
shared comments that referenced both professional and musical connections that framed a 
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meaningful sense of enjoyment in light of care and concern for others stemming from 
participation in the community band.   
The second grouping of connections identified in the analysis revealed a 
similarity in the manner that Matthew and Stephanie articulated a meaningful sense of 
enjoyment from participation.  Matthew and Stephanie are individuals who had both 
recently retired from their roles as working professionals and have roles in their families 
as parents and grandparents.  
As Stephanie reflected on her participation in the band, she consistently 
commented on how much she simply enjoyed playing her instrument.  The act of 
engaging in music making provided her a clear and meaningful sense of enjoyment.  In 
retirement, Stephanie found the time to renew her interests in music making.  
Experiences in both the community band and at her church offered her opportunities to 
continue to grow and engage in music making.  Matthew was also quite deliberate in 
framing his music making experiences as something that was just ‘fun’ to do.  In 
retirement, he has found time to devote to playing his instrument and noted how time 
spent in the community band was a meaningful learning and growing experience. 
For Stephanie and Matthew, their roles as a grandparent and as a musician were 
distinctly reflected as meaningful contributors to the enjoyment they found in their music 
making experiences.  Both Stephanie and Matthew commented on the musical 
connections they each had with their grandchildren due in part to their active 
participation in the community band.  Stephanie remarked that her music making 
experiences were of interest to her grandchildren and she expressed a desire to help them 
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be active in their school music programs.  Matthew also noted a similar desire to help his 
grandchildren.  Stephanie and Matthew articulated an intersection of their role as 
grandparents with an aspect of their participation in the community band.   
 The third grouping of connections identified in the analysis was the manner in 
which Robert and Sarah expressed similar contexts for the enjoyment they recognized 
related to the ability to play an instrument and a lifetime of memories about music in their 
lives.  Both Robert and Sarah have been retired for a number of years and have grown 
children with families.  They both expressed amazement that at their age playing an 
instrument was still viable given the physical changes they each faced as senior adults.  
Robert had not played his saxophone for nearly fifty years before joining the community 
band.  Sarah had a similar experience in that she had not actively played her horn for 
nearly forty years.  In each case, the recognition of physical limitations was distinctly 
articulated and understood in relationship to their advancing ages as senior adults.  
Interestingly, the perception of the physical limitations brought about by their advancing 
years did not appear to hinder their music making experiences.  In fact, both Robert and 
Sarah were quite proud of their music making experiences in light of their physical 
limitations related to aging.   
 Both Sarah and Robert framed their participation in reference to a lifetime of 
memories about music in their lives.  Sarah spoke at length about the influence her high 
school band director had in her early years as a teenager.  The lessons learned from her 
high school band director were easily woven in her reflections about her current 
participation in the band.  While Robert mentioned early musical experiences from high 
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school, he focused his reflections on the musical experiences that his family engaged in 
over the years.  Robert especially spoke at great length about how he supported his 
children in their numerous music making experiences as they grew up.  He also 
effortlessly wove these significant memories into reflections about his music making 
experiences in the community band.   
Theme of Cognitive Functions 
The theme of cognitive functions developed in context to the individual 
experiences of each participant.  Table 3 lists significant transcript quotes associated with 




Table 3: Transcript quotes referencing the concept of cognitive functions. 
 
The theme of cognitive awareness developed as a connection between all the 
cases.  While this concept was not represented in all of the individual case themes, it was 
apparent that each participant referenced this issue as a valued aspect of their music 
making experiences.  Interestingly, while the enjoyment theme had groupings that were 
 
Elizabeth:  Yes, definitely.  I enjoy it for the camaraderie and also just keeping my mind sharp. 
 
Jennifer: Well, you know, just that I think that I am cognizant of what goes on in a brain when 
it's exposed to different activities. 
 
Jennifer: I think it just makes me more cognizant, that I need to as I grow older continue to use 
both parts of my brain. 
 
Jennifer: And you know, I think it goes back to ‘use it or lose it’, you know, theory.  And there 
are people in our band that they were in their sixties when they picked up their instrument again 
for the first time.  I mean you know, that's pretty incredible that somewhere, you know that it is 
stored.  Somewhere in your brain and you just got to find it and unlock it.  
 
Helen: As I’ve been in the community band and known different woodwind players, its’ 
certainly opened up my mind.  
 
Matthew: I think from the beginning of man music has been really important in your 
development.  I just really, really enjoy it.  And, just the interaction and it's neat, like you have 
rests and just to listen to the other parts.  I think I've got more of an ear now.  Before, I just, you 
know like when you’re in high school, you just do it and get it done.  But now, it's just the 
interaction and the hearing the different parts. 
 
Matthew: There'll be two or three things going on and you can just kind of hear these themes and 
they'll be reoccurring with different instrumentation.  It's just so neat to listen to that and I don't 
think a lot of people in the audience's grasp that…I'm sure that the person that wrote the music 
wants them to hear that, maybe subconsciously they do.  But, it's just, I really enjoy that part.  
 
Stephanie:  I practice almost every day a little. 
Stephanie: If you can do a little every day, that’s the best. 
 
Sarah: I think; music is a great one for me for a learning tool. 
Sarah: Yeah, I have!  You never get good enough that you can't learn something more.  And, as 
far the learning tool...you use it as a memory thing.  Yeah, I just use it as a memory thing 
 
Robert:  I find it important to learn things and keep doing things that stimulate you a little bit. 
Robert: I’ve always found new things I liked and if I didn’t I’d learn something new.  I’d still 
like to learn something new. 
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connected through similar situational adulthood experiences, the theme of cognitive 
awareness did not develop with connections that linked similar adulthood experiences 
between participants.  Throughout the adulthood lifespan that was represented in the 
cases, each participant acknowledged at some level that music making was a benefit for 
continued cognitive acuity.  In the following summaries, I have highlighted each 
participants reference to their music making and cognitive acuity. 
Elizabeth referenced music making and her awareness of cognitive functions only 
one time during the interview.  The larger context of her quote came in relationship to her 
understanding of what she described as her ‘scientific side’ and her ‘creative side’ of her 
cognitive functions.  Her professional career in the medical field demanded a very 
exacting scientific side of her cognitive functions and her simple statement of “keeping 
my mind sharp” further emphasized that she valued the balance music making added to 
her early adulthood experiences.   
Jennifer was direct and detailed regarding a connection between cognitive 
functions and her music making experiences.  Her professional education background 
appeared to heighten a personal need to engage in music making as an aspect of her 
continued cognitive development in middle adulthood.  Jennifer’s comment, “I think it 
just makes more cognizant, that I need to as I grow older continue to use both parts of my 
brain” reflected the value she has for music making as an aspect of the aging process.  
Helen had a subtle reference that connected her music making experiences and 
her personal cognitive awareness.  As Helen reflected on the varied repertoire performed 
by the community band, she noted how she had grown to appreciate styles and types of 
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music that she had not either enjoyed or performed prior to joining the band.  As she 
stated it, “certainly opened up my mind.”  Helen’s comment illustrates that her musical 
experiences of high school and college had focused on specific styles of music and that 
the community band had opened up opportunities for personal growth. 
For Matthew, the concept of cognitive functions appeared in his expressed 
enjoyment of learning about the music through listening and analyzing in rehearsals and 
performances.  Matthew’s interest in furthering his understanding of music through 
analysis illustrates a context for music making in which he is interested in continuing to 
learn and grow in his retirement years.      
Of all the participants in the study, Stephanie was the only participant who 
indicated that she practiced her instrument on a daily basis.  For Stephanie, the 
significance of daily practice was an aspect of her awareness of the cognitive functions 
associated with music making.  It also appeared to be connected to the relationship she 
had with her grandchildren.  Stephanie has several grandchildren who are very active in 
school music programs and had shared with their grandmother the cognitive benefits of 
daily practice.  Stephanie shared these comments in context to her description of ways 
that she was active in her current music making experiences.                                                                                                                                                                                                                                                                                                                                       
 Sarah identified music as a learning tool to strengthen her cognitive memory 
functions.  As Sarah described the role of music in her life through participation in the 
community band, reflections on her experiences in high school band were woven within 
her comments.  For Sarah, participation in music making facilitates the continued 
development of her cognitive memory abilities so as to place music within the context of 
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her life’s events. 
With a lifelong interest in learning and exploring many different activities, Robert 
found time in retirement to engage in music making after nearly fifty years of not playing 
his saxophone.  Robert commented that he found it “important to learn things and keep 
doing things that stimulate you a little bit.”  His comments reflect an awareness of his 
personal cognitive development throughout life and that playing in the community band 
is part of the continued pursuit of lifelong learning. 
Summary 
The analysis I conducted revealed that participation in the community band 
played a significant role in the lives of all the participants.  Themes associated with the 
individual cases included issues of personal enjoyment, cognitive development, changes 
in adulthood roles, and lifelong learning.  The cross-case analysis revealed two 
overarching themes that connected the cases.  The themes of enjoyment and cognitive 






Discussion, Implications, Future Research, and Concluding Remarks 
The purpose of this study was to examine the lived experiences of community 
band members in order to better understand how music making might serve various roles 
and hold differing meanings for adults across their lifespan.  In the discussion section of 
this chapter, I have answered the following four research questions based on the analysis 
from Chapter 4 and the reviewed literature in Chapter 2:   
1. What are the lived experiences of selected adult community band members of 
southeast Nebraska? 
2. How do these adults place playing in a community band within their adulthood 
roles? 
3. What meaning do these adults derive from their participation in a community 
band? 
4. By comparing the lived experiences of adults at differing stages of adulthood and 
with different roles in adult life, what might we better understand about how the 
meanings of music engagement might vary or change over time? 
In the implications section, I have presented two issues for consideration of this study in 
context to the field of music education and related literature.  This chapter also includes 







What are the Lived Experiences of these Adult Community Band Members? 
In each of the interviews, the participants were asked to share about their lived 
experiences as a member of the community band.  Each participant talked about how 
music making in the band integrated into their adult lives and also shared personal 
experiences that related to their participation in the ensemble.  The analysis of the 
reflections shared by each participant illuminated the individuality of their personal 
experiences.  Interestingly, notable similarities between cases developed in the cross-case 
analysis.  Analysis of the participants’ lived experiences revealed issues related to school 
music experiences and lifelong participation in music making (Jellison, 2000; Mantie, 
2012a; Mantie & Tucker, 2008).  In addition, factors that influenced renewed 
participation as an adult (Bowen, 2015; Coffman, 2006; Kruse, 2009) and the 
significance of social connections and participation in the band (Aspin, 2000; Merriam & 
Kee, 2014) were also identified.   
School music to community music.  One of the first aspects each participant 
described about their lived experiences in the community band centered on how their 
music making activities stopped after graduation from high school or following their first 
year or two of college band.  While all of the participants shared that they were active in 
band experiences throughout middle school and high school, issues that influenced 
decisions not to continue making music focused on personal priorities related to family, 
work, and schooling that occurred as the participants’ transitioned into early adulthood.  
Bowen (1995) also identified that issues of family and careers were often related to 
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adults’ decisions not to participate in music immediately after school music experiences 
ended.  
I was intrigued by the amount of time that occurred between the participants’ 
school music experiences and when they joined the community band.  For the 
participants in this study, that time period ranged from six to fifty years.  Except for 
Elizabeth, who returned to active music making in the community band six years after 
quitting, all of the other participants did not pursue active music making activities in the 
community band until their middle or later adulthood years.  Jellison (2000) has argued 
for music educators to consider the concept of transition to encourage and engage 
individuals to move from school music programs to a meaningful lifelong engagement in 
music.  Mantie (2012a) also focused on gaining insights into a “meaningful connection 
between school and community” (p. 23) so as to consider the concept of transition.  
Interesting, while all the participants did quit playing for a time period after their school 
music experiences, they all eventually returned to music making and identified 
participation in the band as a meaningful musical experience.  
While all of the participants noted childhood memories of experiences in school 
music band programs, only Sarah and Robert reflections had a number of distinct 
impressions regarding their childhood school music experiences in context to music 
making experiences as an adult.  The other five participants referenced school music 
experiences as part of their musical backgrounds, but reflections about their lived 
experiences in the band did not include such deliberate associations from childhood with 
their music making in adulthood.  Interestingly, Sarah and Robert were the two oldest 
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participants in the study and the analysis of their lived experiences included themes 
associated with valued musical memories from across their lifespan. 
Sarah appeared to be significantly influenced by her high school band director 
regarding performance expectations and framed her performance skills with the 
community band in light of those memories.  Robert also recalled compliments that his 
high school band director gave him regarding his performance skills and he also framed 
his current performance skills in light of those memories.  Mantie and Tucker (2008) 
focused on the gap between school music experiences and lifelong engagement in active 
music making as they posed questions referencing student perspectives regarding the 
value of school music experiences.  While the question of a causal-relationship between 
Sarah and Robert’s school music experiences and their music making experiences in the 
community band is beyond the scope of this analysis, the comments from these two 
participants reflected the influence school music experiences had on their music making 
experiences as senior adults. 
Renewed participation.  Each of the participants recalled that they joined the 
community band through the encouragement and recruitment efforts of other members of 
the ensemble.  Coffman (2006) noted a similar finding that encouragement from family 
and friends influenced adults to engage in active music making experiences.  
Interestingly, all of the participants expressed a sense of enjoyment from their 
participation in the band, and except for Sarah, the remainder of the participants shared 
that they did not actively seek out membership in the ensemble.  Stephanie shared that 
she actively sought to out an avenue to play her trumpet, but that occurred through 
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performance opportunities at her church and not with the community band.  In the 
interviews, each of the participants appeared to display a relaxed attitude regarding their 
decision to join the community band.  However, each participant did articulate that their 
decision to join the band was predicated on balancing time and resources related to 
adulthood roles of family and careers.  Kruse (2009) also noted that adults expressed 
concerns regarding time management when making decisions about integrating music 
making into their adult lives.  The balancing of time related to the care for children was 
especially important for Elizabeth, Helen, and Jennifer as a factor influencing their 
decision to join the band.  The issue of balancing time with family commitments was also 
mentioned by Stephanie, Matthew, Sarah, and Robert.  However, their concerns appeared 
to focus primarily on the continuation of their music making experiences as the regularity 
of rehearsals and concerts with the community band required some choices to be made 
when schedules conflicted between band and family events.   
Social connections.  Interestingly, all seven participants noted that their return to 
music making was encouraged or facilitated through a social connection to a current 
member of the community band.  Aspin’s (2000) remark that “many people are drawn to 
the arts and cultural activities because of the social activities” (p. 77) holds a similar 
conclusion to the participants’ in this study.  However, for all the participants, their social 
connections not only drew them into participation in the band, but, it also impacted their 
overall sense of enjoyment from their experiences in the ensemble.   
In the analysis, each participant noted that either social connections within the 
band or to the community were a meaningful aspect of their overall music making 
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experiences.  For Elizabeth, Helen, Stephanie, Matthew, Sarah, and Robert, their 
comments specifically noted a strong feeling of enjoyment from interactions with other 
band members.  Jennifer’s reflections about social connections were more intentionally 
focused on the manner in which community audience members connected with the 
overall band experiences.  In a related study, Merriam and Kee (2014) also identified that 
community group experiences can foster an overall sense of well-being for an individual.  
While their study focused on the experiences of older adults, Merriam and Kee noted that 
social networks can be an important factor in the individual’s experiences in the 
community group.  Merriam and Kee’s study did not specifically focus on adult music 
participation, however the conclusions presented are similar to the experiences the seven 
adults in this study noted about the nature of social connections to their overall music 
making experiences.   
How do these Adults Place Playing in the Community Band within their Adulthood 
Roles? 
This question was designed to examine the participants’ perspectives on how 
participation in the community band integrated within their various adulthood roles.  The 
analysis revealed that the participants framed and reflected active participation in the 
band within their adulthood roles as a spouse, parent, grandparent, colleague, and 
employee.  The manner in which these individuals articulated music making through 
these roles provided insights into understanding active music making across the lifespan 
of adulthood. 
Dabback (2008) and Lamont (2011) examined adult music making experiences in 
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the context of the various roles individuals engage in throughout adulthood.  Dabback 
(2008) considered the social aspects of music participation for senior adults in a New 
Horizons program in relationship to adulthood roles of the senior adult participants in the 
study.  Lamont (2011) addressed the issue of lifelong learning in music by considering 
questions of music identity in the context of how music fits into their adult lives.  Both 
Dabback and Lamont engaged Erikson’s (1982) psychosocial developmental theory as a 
lens through which to consider how adults understand and place active participation in 
music making experiences in adults’ lives.  When I reviewed the analysis of this study, 
interesting similarities were noted regarding issues presented by both Dabback (2008) 
and Lamont (2011) and the analysis of the lived experiences of the participants in this 
study.  Participant comments about adulthood roles and developmental tasks were 
apparent in the context of their music making experiences in the community band.  
Adulthood roles, developmental tasks, and music making.  In the analysis, I 
noted that each participant reflected on the way in which their family and careers 
impacted their ability to be actively engaged in community band.  The issue of balancing 
adulthood roles related to family and careers, with participation in the band, surfaced as 
an important point for each participant in the analysis of their lived experiences.  
Adulthood roles related to family and careers can compete with an individual’s ability to 
prioritize time and resources to participate in active music making (Bowen, 1995; 
Chiodo, 1998; Kruse, 2009).  I have presented a summary of each participant’s 
experiences to illustrate the intersection of their adulthood roles and developmental tasks 
with participation in the community band. 
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Elizabeth’s remarks reflected aspects of early adulthood roles (Newman & 
Newman, 2015) related to marriage, parenting, and her career as she negotiated how to 
actively participate in the community band.  Elizabeth’s comments revealed a distinct 
awareness of the competing priorities of career and family in her efforts to balance and 
integrate music making into her adult life.  Elizabeth said, “and I’ve learned that now, I 
can still do band or [be] a part of the camaraderie even with an intense job or even with 
the family.  It doesn’t have to go away just because you’re out of high school.”  Early 
adulthood roles as a parent and spouse were woven in Elizabeth’s experiences in the band 
and required her to balance those roles to be involved in the community band.  For 
example, attendance at weekly rehearsals and concerts was predicated on balancing 
schedules to ensure the care of her young daughter.  Interestingly, Elizabeth noted that 
her role and responsibilities associated with her career did not cause conflict with 
participation in the band.  In fact, Elizabeth’s career served as a catalyst for her music 
making as it allowed her a creative outlet to balance the scientific nature of her 
professional career.  From the interview, it appeared that Elizabeth enjoyed playing in the 
band enough to negotiate early adulthood roles so as to make the commitment to be part 
of the ensemble. 
 The significant factor for Jennifer’s music making was the negotiation of time and 
responsibilities in the middle adulthood developmental task of managing the family.  She 
reflected that prior to joining the band she could not consider any music making 
experiences due to the time commitment and responsibilities of her husband’s role as the 
local fire chief.  However, when Jennifer was recruited to join the band, the roles that she 
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and her husband negotiated had altered enough to allow for the integration of music 
making into their lives.  Jennifer commented that participation in the band had become a 
significant priority in her life and the support of family encouraged her to continue to 
prioritize band rehearsals and concerts as she managed family life. 
 An important aspect of playing the band that Jennifer articulated focused on the 
care and concern she expressed for the audience members that attend the community 
band concerts.  Her comments noted how she connected her participation in the band as 
an extension of her desire to bring joy and happiness to others through her music making.  
In reference to playing in the band, Jennifer said, “and it just makes you feel good that 
you can make someone happy, even if it’s only for an hour.”  Jennifer’s comment 
reflected the middle adulthood developmental task of generativity (Erikson, 1963; 
Newman & Newman, 2015) that describes an adult’s sense of care and concern for 
others.  For Jennifer, participation in the band integrated an expressed desire to bring 
happiness to someone else through her music making experiences. 
The middle adulthood developmental task of managing a household (Newman & 
Newman, 2015) was apparent in Helen’s understanding of participation in the band.  
When Helen was recruited to be a member of the community band, she delayed joining 
the band for almost a year due to the responsibilities and schedules of her family.  Since 
being part of the band, Helen’s comments about playing outlined a robust sense of 
enjoyment from the experience.  However, her role as a mother and wife gave her reason 
to pause regarding the overall time commitment connected to playing in the band.  Helen 
stated that the overlapping schedules of family life and the band required her to skip 
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rehearsals and concerts in order to attend to her family.  Even though Helen’s family was 
quite supportive of her desire to participate in the band, Helen’s commitment to the needs 
of her family required a balancing of adulthood roles. 
Much like Jennifer’s comments that reflected care and concern for others, Helen’s 
comments regarding participation in the band reflected an aspect of the middle adulthood 
developmental task of generativity (Erikson, 1963; Newman & Newman, 2015).  In 
Helen’s reflections, she referenced deliberate actions that were intended to help her 
colleagues in the band.  For example, Helen said, “one thing I have made an extra effort 
to do is always be the one to move the stands, move the chairs, cause I’m young and 
healthy and I can do it.”  She also commented about carrying instruments for her 
colleagues in the band and even parking farther away in the parking lots so as to leave the 
close spots open for other band members.  Helen’s simple acts of kindness as part of her 
participation in the band reflected an aspect of generativity (Erikson, 1963; Newman & 
Newman, 2015).   
Matthew’s perspective on participation in the community band underscored the 
later adulthood developmental task of re-directing energy into new roles (Newman & 
Newman, 2015).  In retirement, Matthew had a distinct passion for participation in the 
community band.  Encouraged by a supportive family, Matthew prioritized time to 
engage in the weekly rehearsals and numerous concerts presented by the band.  Matthew 
had not participated in music making throughout his early and middle adulthood years 
due to the prioritization of his career and family.  However, upon the invitation of a 
friend to join the band and the change in adulthood roles brought about by retirement, 
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participation in the community band became integrated with his later adulthood roles.  
The following statement that Matthew made about playing in the band illuminates an 
aspect of the developmental task of re-directing energy into new roles.  Matthew said, 
“and I like the concerts and I like the practices and the people, so it was just fun again.  
Just really good to play again.”  In the role of a grandfather, Matthew expressed a 
deliberate desire to encourage and support his grandchildren in their music making 
activities.  Matthew’s focus on encouraging his grandchildren’s music making appeared 
to be linked with the enjoyment and satisfaction he experienced through his renewed 
participation in music making.   
For Stephanie, music making was not an activity that became part of her adult life 
until after her children were grown and had left the house.  Stephanie’s participation in 
the community band came about through the recruitment efforts of a couple of band 
members.  With the role changes that occurred due to her children leaving the household, 
time and schedule restraints did not pose any conflicts as she re-directed energies toward 
music making in retirement.  Stephanie commented that participation in the community 
band integrated quite easily into her adult life when she stated: “since I joined [the band], 
I mean I am pretty dedicated to it, I like to be there and it fits pretty well.”  Stephanie’s 
role as a musician also appeared to connect with her role as a grandmother.  She spoke 
with great enthusiasm about the various music concerts that her grandchildren were a part 
of and prioritized her schedule to attend these family events.  Stephanie also noted how 
her family was quite supportive of her participation in the community band as they 
attended many of her concerts.  For Stephanie, the later adulthood developmental task of 
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re-directing energies and the role of grandmother appeared to be reflected in her music 
making experiences.  
Sarah prioritized participation in the community band over all her other 
commitments, except family as her role as a mother, grandmother, and great-grandmother 
took precedence over all other interests and activities.  However, Sarah’s role as a 
musician held such significance that she expressed music making was her life.  Sarah 
articulated this when she said, “to me music is probably the best thing in my life outside 
of family.  Music is the best thing.”  Throughout Sarah’s interview, her reflections on 
participation in the community band were consistently intertwined with memories of 
childhood and school music experiences.  In the elderhood developmental stage, 
Newman and Newman (2015) discuss how adults assume a long range perspective on 
their lives as they encounter the developmental tasks of coping with physical changes and 
develop a psychohistorical perspective on their lives.  Interestingly, characteristics of the 
developmental tasks of elderhood that Newman and Newman (2015) identify could be 
seen in Sarah’s comments about music in her life as she shared a long range perspective 
on how much she valued music in her life.  The task of coping with physical changes 
related to aging was an issue Sarah referenced when she discussed how surprised she was 
that at her age she could still play.  She said, “I slipped so far because I've got dentures.  I 
can't do the high notes anymore, so I play along on 3rd and enjoy it.  I played solo cornet 
for three years, but I can't do that anymore.”  Sarah’s perspective on participation in the 
band appeared to highlight characteristics of the elderhood developmental stage of 
adulthood (Newman & Newman, 2015) as she integrated a strong passion for music with 
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her adult roles of mother, grandmother, and great-grandmother.   
Robert’s consideration of his role as a husband, father, and grandfather generally 
integrated quite easily with his participation in the band.  While he expressed that he 
thoroughly enjoyed playing in the band, he repeated a caveat several times that noted 
some hesitation regarding the time commitment required and his continued participation 
in the ensemble.  Robert wrestled with balancing family time and the rehearsal and 
performance schedule of the band when he said: “it [the band] demands more time than I 
wish it did, but it’s fun.”  While other participants noted this same issue, Robert 
expressed his concern with greater frequency and clarity than the others in the study.  
Robert shared that there are times he simply chose not attend rehearsals and 
performances.  However, these decisions often left him feeling a bit remorseful that he 
was not able to keep his commitment to the band.  Of all the participants, Robert 
appeared to express a slight sense of frustration with the conflicts between balancing his 
role as a father, husband, and grandfather with his participation in the band.  
The elderhood characteristics of a lifelong perspective and the developmental task 
of coping with physical changes Newman and Newman (2015) describe appeared in 
Robert’s reflections about music in his adult life.  Much like Sarah’s reflections about 
participation in the band, Robert’s reflections on playing in the band also appeared to be 
framed in a lifelong perspective as childhood, family, and community musical 
experiences were consistently referenced in the interview.  A comment that Robert shared 
noted an awareness of the physical changes associated with aging in context to his 
understanding of music when he said: “I can see things and know how they are supposed 
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to sound and what I’m supposed to do, but I can’t keep up.”  Robert’s integration of 
music making into his adulthood roles of a husband, father, and grandfather appeared to 
be a satisfactory balance in his life, except for his concerns about the time commitments 
to the band.  As someone who had been retired for a number of years, Robert’s 
reflections about music making also appeared to reference aspects of the elderhood stage 
of adult development (Newman & Newman, 2015).   
The examination of how these seven participants integrated participation in the 
band with their adulthood roles revealed an individualized understanding that their 
adulthood roles and developmental tasks (Erikson, 1963; Newman & Neman, 2015) were 
aspects of how they understood music making in their adult lives.  The analysis 
illustrated that adulthood roles related to families and careers were significant factors 
regarding decisions about allocating time and energy for the integration of music making 
in their lives.  For example, Elizabeth, Jennifer, and Helen balanced childcare issues 
related to their adulthood roles as a parent in order to join the band.  Matthew, Stephanie, 
Sarah, and Robert identified that the transitional change in adulthood roles in retirement 
allowed time for active music making in their lives.  Dabback (2008) also noted the 
opportunities that music participation can afford to adults as they transition through the 
stages of adulthood.  While Dabback’s study examined only senior adults, the findings 
note a similarity regarding how participation in a community band influenced the manner 
in which adults negotiated issues related to transitional time periods in their lives. 
Participation in the band also facilitated how the participants’ negotiated 
developmental tasks of adulthood (Erikson, 1963; Newman & Newman, 2015).  For 
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Jennifer and Helen, involvement in music making provided an avenue for exercising the 
developmental task of generativity as they identified ways of showing care and concern 
for others through participation in the band.  Lamont (2011) also identified a similar 
connection between music making and the negotiation of developmental tasks when 
stating that for middle-aged adults, involvement in music provided a “way for exercising 
the need for generativity and care” (p. 381-382).  The experiences that Jennifer and Helen 
shared about their concern for others in the band relates to Lamont’s (2011) finding 
regarding middle-aged adults and generativity. 
What Meaning do these Adults Derive from their Participation in a Community 
Band? 
The examination of meaning adults derive from participation in music is an 
important issue in the exploration of lifelong participation in music making (Belz, 1995; 
Dabback, 2008; Douglas, 2011; Kruse, 2007; Thornton, 2011; Tsugawa, 2009; Wilhjelm, 
1998).  A deeper understanding of the meaning adults attribute to music making can 
provide music educators an insightful awareness about relevant issues related to lifelong 
participation in music (Jellison, 2001; Gates, 1991; Myers, 2008b).  Adults have 
expressed themes of enjoyment, cognitive stimulation, and social interaction as 
meaningful aspects of their lived music making experiences (Belz, 1995; Coffman, 2009; 
Douglas, 2011; Goodrich, 2013; Kruse, 2007; Shansky 2009).  In the analysis, these 
concepts and others developed in the themes describing the meaning each participant 
derived from their participation in the community band.   
For each participant, playing in the community band offered varied and differing 
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meanings about the role of music in their adult lives.  The personal needs and values of 
each participant framed the context or role of music experiences in their adult lives.  
Jellison (2000) pointed toward the identification of “what music experiences are valued 
in adulthood” (p. 127) in order to assist music educators with the design and delivery of 
classroom experiences that could encourage individuals to engage in a lifetime of 
meaningful music activities.  Issues that participants identified as meaningful aspects 
from participation in the band included enjoyment from making music, connection to 
others, integration of music making in adulthood, continued learning through 
participation, and cumulative lifelong memories.  Within these meaningful aspects of 
participation, similarities and differences were recognized and often related to the 
participants’ adulthood roles of being a spouse, parent, grandparent, great-grandparent, 
musician, worker, colleague, or friend.  An understanding of what the participants in this 
study identified as meaningful and valued experiences may assist music educators in the 
design and delivery of the experiences in their music classrooms. 
The valued personal benefits of making music that individuals realize from their 
participation in a community ensemble were identified as meaningful experiences of 
adulthood (Belz, 1995; Cavitt, 2005; Chiodo, 1998).  Cavitt (2005) noted that adults 
involved in community bands identified rehearsing and performing as one of the most 
enjoyable aspects of the community band experience.  While all the participants in this 
study noted a sense of enjoyment from playing their instruments, Elizabeth, Helen, and 
Matthew articulated more extensively the personal value and meaning that rehearsing and 
performing held for them in context to their adult lives.  Thornton (2010) also considered 
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the context of music in the lives of adults and identified how adults sought out music 
experiences to fulfill personal needs in their lives.  For Elizabeth, Helen, and Matthew the 
performance nature of the community band was an aspect of participation from which 
they found significant enjoyment as it appeared to fill a personal need to create music at 
this point in their adult lives.  For Elizabeth, performing with the band was especially 
meaningful as she felt that it balanced her scientific side which centered on her 
professional career with a personal desire to be creative through music making.  Helen 
simply expressed that performing horn with the band created a sense of completeness in 
her life.  Matthew expressed that making music with the band provided him tremendous 
personal satisfaction and joy.  Interestingly, in the analysis, I noted that Elizabeth, Helen, 
and Matthew each articulated their music making experiences in context to adult roles 
from differing stages of adulthood.    
The enjoyment adults connect to the social aspect of participation in a community 
ensemble (Belz, 1995; Cavitt, 2005; Coffman, 2009; Coffman & Adamek, 2001; 
Heintzelman, 1988; Holmquist, 1995; Paterno, 2010) was for a variety of reasons a 
meaningful part of the lived experiences of all the participants in this study.  Concerning 
the lived experiences of participants in my study, Elizabeth referenced her adulthood 
roles as a spouse and a parent to the social aspect of the community band as a family.  In 
addition to a general appreciation for the social connections in the band, Helen and 
Elizabeth articulated a more focused understanding of their social connections as 
expressing care and concern for audience members and band members alike.  As the 
senior adults in the study, Matthew, Stephanie, Sarah, and Robert expressed their 
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friendships and social connections in the community band in more general terms as 
meaningful factors regarding the enjoyment they identified from participating in the 
ensemble.  In a related context to participation in a community ensemble, Aspin (2000) 
articulated that experiences in the arts can promote a positive experience and sense of 
wellbeing for adults as they are drawn to the arts for social interaction and enjoyment.   
Coffman (2006) noted the influence family and friends could have on engaging 
adults to participate in music making activities.  Interestingly, all the participants in this 
study commented that it was through social connections to current members that they 
were recruited to join the community band, although none of the participants actively 
sought out membership in the community band.  However, once engaged in the band, 
these meaningful social relationships were perceived by the participants as a benefit that 
developed from their participation in the ensemble.  Heintzelman (1988) identified that 
social relationships were meaningful influences that motivated adults to participant in 
music making experiences.   
All the participants identified that participation in the band was predicated on 
balancing their adulthood roles (Bowen, 1995; Kruse, 2009) in a manner that provided 
the time and resources necessary to integrate music making into their adult lives.  The 
integration of music making experiences into the adult lives of all seven participants 
appeared to contribute to an overall sense of wellbeing from their participation in the 
band.  The sense of wellbeing that developed from participation in the band was notable 
in context to the findings Merriam and Kee (2014) identified regarding the value 
community ensemble experiences had on promoting community wellbeing in the lives of 
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the senior adults.  Even though each participant identified differences regarding how they 
integrated music into their adult lives, their overall sense of wellbeing also contributed to 
the relevancy of music making as part of their adulthood experiences.  Goodrich (2013) 
also identified that adults experienced a sense of relevancy for music in their lives 
through participation in a community ensemble. 
Each of participants expressed that participation in the community band fostered a 
personal desire to understand or learn more about music.  For Elizabeth, Jennifer, and 
Helen their expression of continued understanding about music centered on enjoyment 
from the performance of the varied band literature.  As the senior adults in the study, 
Matthew, Stephanie, Sarah, and Robert shared that participation in the band focused their 
attention on understanding more about the music as it related to their overall quality of 
life.  This finding is similar to the conclusions noted by Kruse (2007) and Tsugawa 
(2009) that identified music learning as a process that enhanced the quality of life for 
senior adults.  For these four participants, continued understanding about music was a 
meaningful part of their life as a senior adult.  Waldron and Veblen (2009) also noted a 
similar conclusion of the value participants placed on their informal music learning 
experiences.  Adults who engaged in music learning processes valued these experiences 
as part of their adult lives.   
However, for all the participants, except Matthew, the topic of continued learning 
about music was primarily centered around perceived benefits related to performance and 
quality of life as an aspect of their participation in the band.  In the cross-case analysis, I 
identified cognitive functions as a common theme that appeared in all the cases.  
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However, it was only in Matthew’s case where his articulation of cognitive functions was 
linked with a self-directed engagement in learning that focused on his individual 
experience rather than on a social and communal nature of music making experiences.  
For Matthew, participation in the band was an opportunity for learning as he had a 
personal desire to understand more about compositional techniques, orchestration, and 
performance skills.  Mantie (2012b) argued that the terms adult music making and 
“lifelong learning are not synonymous” (p. 227) and suggested that a more appropriate 
understanding of community musical practice in adulthood focus on the benefits of 
participation versus learning.  The analysis illustrated that for nearly all the participants in 
this study, musical experiences in adulthood focused on benefits from participation.  
However, for Matthew, participation in the band also included an individual focus on 
learning. 
The analysis of Sarah and Robert’s lived experiences in the community band 
revealed a lifetime perspective of their music making experiences in relation to their 
participation in making music as senior adults.  Tsugawa (2009) considered the role and 
context of music in the lives of adults in the latter stages of life and noted that “senior 
adult musicians recognize their cumulative life experiences as significant factors in their 
musical learning and participation” (p. 183).  As the oldest two participants in the study, 
Sarah and Robert integrated their cumulative life experiences as meaningful 
understandings in the context of their participation in the community band.  There is a 
notable similarity between Tsugawa’s conclusions and the analysis of Sarah and Robert’s 
reflections about music making.  In addition, the conclusions that Flowers and Murphy 
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(2001) identified about the value older adults placed on playing an instrument are also 
noteworthy in comparison to the value that Sarah and Robert shared about the 
significance that playing in the band had in their lives. 
By Comparing the Lived Experiences of Adults at Differing Stages of Adulthood 
and with Different Roles in Adult Life, What Might We Better Understand About 
How the Meanings of Music Engagement Might Vary or Change Over Time? 
 For the participants in this study, the meanings each participant understood and 
shared about music making in their lives can be viewed as both changing and relatively 
similar when considered with the different stages of adulthood.  The cross-case analysis 
revealed two meaningful themes or concepts that appeared as a thread between cases.  
The most prevalent theme that appeared in all the cases was the theme of enjoyment from 
music making.  The second theme focused on music making and cognitive functions. 
A central meaningful expression for all seven participants focused on how much 
they enjoyed playing in the community band.  Enjoyment from participation in musical 
ensembles has also been noted in studies that focused on young adult experiences in 
college ensembles (Buchanan, 2005; Busch, 2005; Isbell & Stanley, 2011), senior adult 
experiences in a school music ensemble (Winston, 2007), and adult participation in a 
community ensemble (Belz, 1995; Cavitt, 2005; Wilhjelm, 1998).  While the line of 
inquiry was different within these studies, the participants in these studies encompass a 
spectrum of ages from the adult lifespan.  As a broad comparison of these studies with 
this current project, a similarity can be noted in how adults from across the lifespan had 
expressed enjoyment from music making. 
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Interestingly, in the analysis I conducted, I noted that as the age of the participants 
increased, their adulthood roles reflected differing stages of adulthood.  The enjoyment 
expressed about their music making experiences also reflected their adulthood roles and 
issues that were significant in their lives.  Enjoyment through making music was 
expressed by the participants in the context of issues related to family and careers, the 
influence of music on others, a desire to engage and learn more about music and the 
cumulative experiences of life.  To illustrate this point, I have summarized salient 
experiences that illustrate the expression of enjoyment identified in aspects of each 
participant’s adulthood roles and developmental tasks. 
Elizabeth’s lived experiences highlighted her young adulthood roles as a mother, 
wife, and working professional.  Her sense of enjoyment reflected how she balanced 
music making and the social aspects of her participation in the band with her adulthood 
roles.  Jennifer and Helen expressed similar aspects of middle adulthood roles as they 
related how the management of their families and the balancing of established careers 
were reflected in their integration of music making in their adult lives.  Additionally, the 
middle adulthood task of generativity (Erikson, 1963; Newman & Newman, 2015) was 
reflected in Jennifer and Helen’s comments as they expressed a feeling of enjoyment for 
the care and concern for others through concert performances and helping others in the 
community band.   
Matthew, Stephanie, Sarah, and Robert expressed lived experiences in the 
community band that reflected the later adulthood developmental task of re-directing 
energies to new activities in retirement.  For these four participants, participation in the 
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band was an enjoyable activity that began late in life, primarily after they had retired.  
They each expressed how retirement had opened up time and resources in their daily lives 
to allow them to find enjoyment from exploring and learning more about music.  Sarah 
and Robert reflected an aspect of the elderhood stage of adulthood that can be seen in 
how an individual develops a historical perspective of their lives.  As Sarah and Robert 
expressed a sense of enjoyment about their music making experiences in the community 
band, they connected cherished memories from throughout their lives to their 
participation in the band.  
 From the interviews, comments from the participants revealed that issues related 
to cognitive functions were also a meaningful aspect of participation in the community 
band.  However, the analysis revealed varying levels of interest among the participants 
regarding the significance this issue held for them in their adult lives.  Coffman (2009) 
examined the perceived benefits older adults experience from music making and reported 
that in addition to expressions of well-being and socialization, cognitive stimulation was 
a noted benefit for the participants.  While Coffman’s study considered only older adults, 
the identification of cognitive benefits from music making experiences is a noted 
similarity to the findings of this current study. 
Jennifer was quite deliberate and focused about the connections between music 
and the brain, but perhaps this reflected her professional training as an educator and her 
years of teaching in the classroom.  The comments from Helen, Matthew, Stephanie, 
Sarah, and Robert were more directed at an informal engagement in learning about 
music.  These five participants did not appear interested in the formal study of music, but 
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personal curiosity and interests fueled their desire to engage and learn more about music.  
Helen was interested in learning more about musical style as her musical background did 
not include many of the styles or types of music that she performed in the community 
band.  Matthew articulated quite specifically that during rehearsals he enjoyed analyzing 
the compositional and arranging elements in the music performed by the community 
band.  Stephanie explored learning a bit more tangentially through personal practice.  
Sarah commented on learning about music from a lifetime perspective that included 
references from her childhood music background.  Sarah’s references to cognitive 
functions and learning were focused on ancillary benefits when using music as a learning 
tool.  Robert had numerous interests and hobbies throughout his life, and it appeared that 
music making was another addition to his lifelong engagement in learning.  Interestingly, 
Elizabeth as the youngest participant in the study had the briefest reference to cognitive 
functions.  Elizabeth had one short comment about “keeping her mind sharp” which can 
be viewed as a reference to her cognitive abilities, however, she did not reference that 
topic again.  Of all the participants, Elizabeth had the shortest period of time in her life 
where she did not actively make music.  All of the other participants had a considerably 
longer period of time in their lives where they were not active in any music making 
activities.   
 The issue of music making and cognitive functions was present in the comments 
from every participant, however, it appeared that this issue was not readily apparent in 
the context of the adulthood roles and developmental tasks for most of the participants.  
The exception for this could be seen in the comments from Sarah and Robert, as their 
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reflections on cognitive abilities and learning appeared to be framed from a lifetime 
perspective.  Newman and Newman (2015) noted that the development of a historical 
perspective on life is an aspect of the elderhood stage of adult development.  As the two 
oldest participants in the study, the comments that Sarah and Robert shared about 
cognitive functions and learning could be viewed in light of the elderhood developmental 
stage.  
While the themes of enjoyment and cognitive functions connected these seven 
cases, analysis of the lived experiences of the participants displayed the individualized 
circumstances that facilitated these themes representing an aspect of their music making 
experiences as a meaningful activity in their adult lives.  The theme of enjoyment 
appeared to be framed and integrated with the adulthood roles and tasks that each 
participant was engaged in at the time of the interviews.  However, the theme of 
cognitive functions appeared as an issue present for all the participants and was generally 
framed in a manner irrespective of adulthood roles and developmental tasks.   
Jones (2009) argued for an individualized consideration of the musical interests of 
students so as to provide them with meaningful musical engagements and interests that 
will be useful to musical development throughout their lifetime.  The assertion Jones 
argued can perhaps provide a link to how this study can illuminate ways to better 
understand music making across an individual’s lifespan.  Through this study, I have 
illustrated how individualized the participants’ understandings were of their music 
making experiences.  If music educators were able to access a similar level of 
understanding about the musical interests of their students, the potential exists for the 
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realization of this type meaningful musical engagements in school music experiences. 
Douglas (2011) noted that the benefits from music participation seemed to be 
influenced by general life circumstances.  As the interests, needs, and priorities varied for 
each participant in this study, their understanding, interests, and desire to be musically 
active appeared to be influenced by the circumstances of their adult lives.  The 
participants in this study all noted the value and significance music making had in their 
adult lives and yet, while the themes of enjoyment and cognitive functions surfaced as 
broad descriptors of the experiences of these individuals, it is in the details of their lived 
experiences that the significance of music making as a meaningful activity in their adult 
lives can be more fully understood and appreciated.  
 Implications  
The findings of this study revealed that the participants integrated and understood 
music making experiences in the context of their adulthood roles and life experiences.  
As the lived experiences of the participants were considered in the context of a 
psychosocial adult developmental theory (Erikson, 1963; Newman & Newman, 2015), 
characteristics of the stages of adulthood, such as developing a family, careers, nurturing 
families, intellectual vigor, and physical changes of aging were reflected in their 
perceptions of music making.  Even though all the participants played in the same 
community band, the meanings each participant experienced varied based on their 
priorities, needs, and interests.  These findings raise issues, topics, and questions for 
consideration of how we can, as music educators, assist future adults with a disposition 
that will, as Jellison (2000) stated, “enable them to participate successfully in a variety of 
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meaningful music experiences in adult life” (p. 112).  Based on the findings of this study, 
in the context of the reviewed literature, I have identified two issues for music educators 
to consider regarding the implications this study may have for music education.  These 
two issues focus on assisting students in understanding the context of music making 
throughout their lifespan and connecting classroom music education experiences with 
issues relevant to a students’ personal needs and priorities. 
The findings from this study illustrated that the role and meaning of music 
making through participation in the community band varied for the participants in context 
to the various roles adults engage in throughout their lifespan.  From a lifespan 
perspective, the manner in which music making functioned in the lives of the participants 
varied based on personal needs and priorities encountered at differing stages of 
adulthood.  In the process of enabling students to “participate successfully in a variety of 
meaningful music experiences in adult life” (Jellison, 2000, p. 112), music educators 
could facilitate their students’ understanding of music making throughout their lifetime 
by developing an awareness of the opportunities and challenges they may encounter as 
adults.  Jones (2009) challenged music educators to consider a broad array of issues that a 
student needs for music making while in a school music program and how that can 
influence music making through life.  For the music educator, information from this 
study may assist in enabling students to transition from school music experiences to 
music making in adulthood.   
For example, one experience common to all the participants in this study was the 
absence of music making immediately after their high school or college band 
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experiences.  The availability of time in the participants’ adult lives directly impacted 
their decisions about music making.  The expectations of roles related to family and 
careers took priority in their adult lives, leaving little or no time for participation in music 
(Bowen, 1995).  The participants return to active music making often coincided with 
changes in their adulthood roles.  This scenario of music making may be a reality for 
many students as they graduate from high school or college and negotiate their transition 
into adulthood.   
Another experience common to all the participants was that participation in music 
making was a meaningful aspect of their adult lives (Chiodo, 1998; Flowers & Murphy, 
2001; Thornton, 2010).  Even though the participants identified different issues and 
topics as meaningful, themes that developed from each participant reflected personal 
needs and priorities related to their roles as adults.  The lifespan perspective offered 
through this study illustrated how adults understood the role of music in their lives as a 
meaningful and valued part of their adult lives.  For music educators, these findings may 
illustrate to students that music making can contribute to a sense of wellbeing throughout 
their lifetime.   
Music educators may consider incorporating issues related to adult music making 
into classroom discussion and reflections related to students’ lives after graduation from 
high school or college.  Engaging students with discussion and reflections on topics such 
as the transition to music making experiences after school music or the role of music in 
an individual’s overall wellbeing can provide a foundational understanding of the 
possibilities and opportunities for meaningful music experiences in their adult lives.   
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Music educators may also develop classroom experiences that allow students to 
interact with individuals who have successfully transitioned from school music to 
meaningful music experiences as adults (Myers, 2008a).  Interaction with adults who are 
actively making music can serve as a practical illustration and resource regarding music 
making as a lifetime experience.  Through performances, masterclasses, and personal 
interactions, intergenerational experiences in music (Winston, 2007) can be beneficial for 
all participants and provide a valued context for students to understand the opportunities 
for music making across their lifespan.    
The second issue I identified regarding the implications this study focused on 
connecting classroom music education experiences with issues relevant to a students’ 
personal needs and priorities.  The development of school music experiences that are 
relational to the roles and developmental tasks (Erikson, 1963; Newman & Newman, 
2015) of students may pattern music making experiences with the ways adults understand 
the role of music throughout adulthood.  This issue surfaced through my reflections about 
the enjoyment theme that developed from the cross-case analysis.  Based on my literature 
review, I anticipated that the participants would articulate a sense of enjoyment from 
participation in the community band (Belz, 1995; Buchanan, 1998; Busch, 2005; Cavitt, 
2005; Chiodo, 1998; Isbell & Stanley, 2011; Wilhjelm, 1998; Winston, 2007).  However, 
I did not anticipate the manner in which each participant related enjoyable aspects of 
music making to adulthood roles and developmental tasks (Erikson, 1963; Newman & 
Newman, 2015).  Music making was pertinent to relevant circumstances in the lives of 
the adult participants.  This finding presents a possible avenue for music educators to 
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consider regarding the pursuit of “coherence in music education across the lifespan” 
(Myers, 2008a, p. 57).  Allsup (2012) argued that the inclusion of the goal of lifelong 
music engagement can be significant in a music curriculum, but that goal has to connect 
students to music experiences that are relevant in their lives.  
The findings from this study illustrated music making as a relevant experience in 
context to the adulthood roles of each participant.  Music educators may consider 
identifying the developmental roles and tasks of children and integrate these issues with 
varied classroom music experiences to connect music making with relevant issues in the 
lives of their students.  Lamont (2011) stressed that “music education needs to provide 
multiple opportunities to engage with different kinds of music making at different stages 
of development” (p. 385).  For the adult participants in this study, participation in the 
community band was an enjoyable experience that was meaningful to each participant as 
their music making experiences were woven into and reflected aspects of their adult lives.  
Music educators may consider focusing on the nature of the music making experiences to 
connect students with issues that are relevant to their developmental roles and tasks.  
These types of experiences may serve as a model for enabling students to understand that 
as they move through life, their personal needs and priorities will change and music 
making can be an integrated part of their experiences through life. 
Future Research 
Bowles (1991) suggested that what music educators can learn from examining the 
lived experiences of adults who participate in ensembles may “assist us in understanding 
the patterning that has shaped our lives and opens our eyes to new possibilities” (p. 39).  
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The continued exploration of adult music making has a variety of options for identifying 
new possibilities and understandings about music in our lives.  The purpose of this 
multiple case study focused on the lived experiences of seven community band members 
to better understand the various roles and differing meanings of music making across the 
adult lifespan.   
An idea for future research that extends the line of inquiry of this study is an 
examination of the experiences individuals encounter as they transition from school 
music into music making experiences in adulthood.  The findings of this study identified 
that all the participants had a break in their music making experiences following their 
high school or college band experiences.  While issues related to family and careers were 
noted as reasons by the participants for their break in active music participation (Bowen, 
1995), a deeper exploration of what we might learn about the transition from school 
music experiences through a period of adjustment and re-entering music making 
experiences could be an avenue for further research.   
A second idea for future research could be an examination of adults who actively 
engage in music making experiences that do not replicate a school music ensemble.  
Myers’ (2008a) encouraged music educators to examine the lived experiences of adults 
“who have found meaningful musical pursuits in adulthood” (p. 57) in a continued 
exploration of music making from a lifespan perspective.  While the focus of this study 
examined the meanings adults derive from participation in a community band, the 
terminology Myers uses presents an opportunity for continued research to consider what 
is a ‘meaningful musical pursuit’ concerning the exploration of lifelong music making.  
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Participation in a large performance ensemble, such as a community band, has offered 
many adults music making experiences.  However, a variety of individualized and 
community musical pursuits could be considered for future study to broaden our 
understanding of the various roles and differing meanings music making may hold for 
individuals across their lifespan. 
The two ideas presented are intended to provide music educators with possible 
avenues for future research that may assist in our understanding about the patterns of our 
lives and music making across the lifespan.  Exploring the patterns of our lives from 
school music experiences through adulthood may continue to expand our understanding 
of what individuals recognize as meaningful music experiences.  The goal of this line of 
inquiry may provide music educators with expanded avenues to pursue to connect 
students to music experiences that are relevant throughout their lives.   
Concluding Remarks 
Mark (1996) commented that by examining adult participation in music making, 
“we could well learn something about teaching and learning that the study of music 
instruction in schools can’t teach us.  And we might be able to apply some of this 
knowledge to school music” (p. 119).  As the roles and tasks of adulthood differed for 
each participant in this study, these band members shared ways by which they integrated 
and negotiated music making in their adult lives thus identifying a variety of clues into 
the meaningful musical pursuits that adults engage in throughout their lifetime.  Perhaps 
such knowledge can facilitate and encourage continued discussions by music educators 
about the connections and influences music education experiences can have across the 
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What instrument do you play in the band? 




Please can you tell me about how you came to play in the community band? 




How does it make you feel when you play in the band? 




Can you tell me about your adult life outside of the community band time? 




Does your participation in the community band influence your adult life?  




Does your adult life influence your participation in the community band? 




Does being a member of the community band hold a particular meaning in your life? 







Informed Consent Form: 
 
Protocol Title: Adulthood and Music Participation in a Community Band: A Collective 
Case Study of the Lived Experiences of Adult Community Band Members  
Principal Investigator: Andrew Schultz 
Description of Subject Population: Adult Community Band members 




Please read this form carefully.  The purpose of this form is to provide you with 
important information about taking part in a research study.  If any of the statements or 
words in this form are unclear, please let us know. We would be happy to answer any 
questions. 
 
If you have any questions about the research or any portion of this form, please ask us.  
Taking part in this research study is up to you.  If you decide to take part in this research 
study, we will ask you to sign this form.  We will give you a copy of the signed form. 
 
The person in charge of this study is Andrew Schultz (principal investigator) along with 
his dissertation advisor, Dr. Stephen White.  Andrew Schultz can be reached by phone at 
402.641.7260 or by email at Andrew.Schultz@cune.edu.  We will refer to this person as 
the “researcher” throughout this form.  Dr. White can be reached by phone at 
269.339.4844 or by email at stephenwhite34@hotmail.com.  
 
 
Why is this study being done? 
The purpose of this study is to examine the lived experiences of adult community band 
members to understand the role and meanings their participation in music making bring 
to their adult roles and identities.  We are asking you to take part in this study because 
you are an adult community band member.  A total of up to nine participants will take 
part in this research study at Boston University. 
 
 
How long will I take part in this research study? 
We expect that you will be in this research study for approximately 60 – 90 minutes.   
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During this time, the researcher will conduct an interview with you regarding your 




What will happen if I take part in this research study? 
If you agree to take part in this study, we will ask you to sign the consent form before we 
do any study procedures. 
 
Study Visit  
The study visit will take approximately 60 - 90 to complete.  At this visit, we will ask you 
to do the following procedures: 
• We will review the informed consent form and once that is understood and 
signed, then we will continue with the interview questions about your experiences 
in a community band. 
• The interview questions will ask you about your experiences playing in a 
community band and how music making fits within your adult roles and 
identities. 
• The interview will be recorded (audio only) on a digital audio recorder and a 
verbatim transcript of the interview will be created from that audio recording. 
• The transcripts of the interview are the primary data for analysis for this study.   
• The audio recordings and the transcripts will be kept in a locked file cabinet and 
on a password protected computer and external hard drive.  The data is kept for a 
total of 7 years. 
 
Audio Recording 
We would like to make audio record you during this study.  If you are audio recorded it 
will not be possible to identify you on the audio recording.  We will store these 
recordings in a locked cabinet and only approved study staff will be able to listen to the 
recordings.  We will label these recordings with a code instead of your name.  The key to 
the code that connects your name to your audio recording will be kept by the principal 
investigator in a separate locked file cabinet from where the audio recordings and 
interview transcripts will be kept.  The audio recordings will be kept for 7 years. 
 
Do you agree to let us audio record you during this study? 
 
______YES   ______NO  _______INITIALS 
 
 
How Will You Keep My Study Records Confidential? 
We will keep the records of this study confidential by labeling the interview recordings 
and transcript with a code that will be kept as encrypted files on a password protected 
computer in a locked file cabinet.  The key code that connects your name to your audio 
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recording and transcript will be kept by the researcher in an encrypted file on a password-
protected computer in a separate locked filing cabinet.  We will make every effort to keep 
your records confidential.  However, there are times when federal or state law requires 
the disclosure of your records. 
 
 
The following people or groups may review your study records for purposes such as 
quality control or safety: 
• The Researcher and any member of his research team. 
• The Institutional Review Board at Boston University.  The Institutional Review 
Board is a group of people who review human research studies for safety and 
protection of people who take part in the studies. 
• The sponsor or funding agency for this study 
• Federal and state agencies that oversee or review research 
 
The study data will be stored in encrypted files on a password-protected computer in a 
locked file cabinet.  The results of this research study may be published or used for 
teaching.  We will not put identifiable information on data that are used for these 
purposes. 
 
Study Participation and Early Withdrawal 
Taking part in this study is your choice.  You are free not to take part or to withdraw at 
any time for any reason.  No matter what you decide, there will be no penalty or loss of 
benefit to which you are entitled.  If you decide to withdraw from this study, the 
information that you have already provided will be kept confidential. 
 
 
Also, the researcher may take you out of this study without your permission.  This may 
happen because: 
• The researcher thinks it is in your best interest 
• You can’t make the required study visits 
• Other administrative reasons 
 
Future Contact 
We would like to contact you in the future to ask you to review the transcripts of your 
interview to check for accuracy or for follow-up to this study.  The amount of time 
required to read through and review the transcripts will be approximately 30 minutes. 
 
Do you agree to let us contact you in the future? 
 





What are the risks of taking part in this research study? 
 Questionnaire Risks 
The questions in this interview will focus on your participation in the community and 
how music making fits within your adult life.  It is high unlikely that you may feel 
emotional or upset when answering the questions during the interview.  However, you do 
not have to answer any questions that make you feel uncomfortable.  Please tell the 
interviewer at any time if you want to take a break or stop the interview. 
 
 
Loss of Confidentiality 
The main risk of allowing us to use and store your information for research is a potential 
loss of privacy.  We will protect your privacy by labeling your information with a code 
and keeping the key to the code on a password-protected computer and in a locked file 
cabinet. 
 
Are there any benefits from being in this research study? 
There are no benefits to you from taking part in this research.  However, the results of 
this study may provide a future benefit to music educators.  The results of this study will 
help music educators gain a deeper understanding of a lifelong adult participation in 
music and can potentially assist them in the design and delivery of music education as it 
relates to the goal of lifelong participation in music for all individuals. 
 
 
Will I get paid for taking part in this research study?   
We will not pay you for taking part in this study. 
 
What will it cost me to take part in this research study? 
There are no costs to you for taking part in this research study. 
 
If I have any questions or concerns about this research study, whom can 
I talk to? 
You can call us with any concerns or questions.  Our telephone numbers are listed below:  
 
Principal Investigator:   
Andrew Schultz 
402.641.7260 
Contact hours:  M-F, 8am – 5pm 
 
Dissertation Advisor:   
Dr. Stephen White 
269.339.4844 
Contact hours:  M-F, 8am – 5pm 
  
165 
If you have questions about your rights as a research subject or want to speak with 
someone independent of the research team, you may contact the Boston University IRB 
directly at 617-358-6115. 
 
Statement of Consent  
 
I have read the information in this consent form including risks and possible benefits.  I have 
been given the chance to ask questions.  My questions have been answered to my 










Signature of Subject  Date 
 
 
I have explained the research to the subject and answered all his/her questions.  I will 
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